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ABSTRACT 
The American comprehensive high school was designed for a diverse society 
(Wraga, 1998, p. 1 ). The concept originated in the 1920s as a result of a report entitled 
The Cardinal Principles of Secondary Education (Commission on the Reorganization of 
Secondary Education [CRSE], 1918). Since the adoption of The Cardinal Principles, the 
institution of the comprehensive high school has withstood years of continued review and 
reform efforts. Despite the many attempts to change it, the comprehensive high school 
has remained a constant of secondary education in America. The nation's most recent 
educational reform effort-the No Child Left Behind Act (NCLB, 2001)-may, 
however, provide the most significant challenge to date for the American comprehensive 
high school. 
The following research questions guided this qualitative case study of an Iowa 
school district: 
1. What do stakeholders currently know about the proficiency requirements of 
No Child Left Behind? 
2. How successful do stakeholders perceive their high school to be in regards to 
meeting the proficiency requirements of No Child Left Behind? 
3. What impact have stakeholders perceived the proficiency requirements of No 
Child Left Behind in math, science, and reading to have had on the 
comprehensive high school? 
In order to fully understand the impact the proficiency requirements of NCLB 
have had on the comprehensive high school in Pullman, Iowa, the researcher learned 
about the community and the high school through semi-structured interviews with fifteen 
stakeholders. 
The researcher was surprised to learn that, though this Iowa high school has been 
named a school in need of assistance (SINA) by the state of Iowa, stakeholders believed 
that NCLB has ultimately benefited Pullman High School. Despite disadvantages unique 
to few communities in Iowa, the stakeholders maintained what is described in this study 
as an "optimistic spirit" in their efforts to meet the proficiency requirements ofNCLB. 
They acknowledged that NCLB had ultimately required Pullman High School to improve 
instructional practices. 
Resource 
Wraga, W. (1998). The comprehensive high school and educational reform in the United 
States: Retrospect and prospect. High School Journal, 81(3), 121. Retrieved 
August 23, 2009, from Professional Development Collection database. 
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The American comprehensive high school was designed for a diverse society 
(Wraga, 1998, p. 1 ). The concept originated in the 1920's as a result of a report entitled 
The Cardinal Principles of Secondary Education (Commission on the Reorganization of 
Secondary Education [CRSE], 1918). The decision was made to educate all of the 
country ' s youth in a single, comprehensive high school, and the institution of the 
comprehensive high school has withstood years of continued review and reform efforts. 
Despite the many attempts to change it, the comprehensive high school has remained a 
constant of secondary education in America. The nation's most recent educational reform 
effort- the No Child Left Behind (NCLB; 2001) Act- may, however, provide the most 
significant challenge to date for the American comprehensive high school. 
In order to distinguish if the N CLB (2001) legislation has the potential to affect 
the comprehensive high school, one must first describe the comprehensive high school 
and determine what is specifically intended by the term "comprehensive" as the context 
of the word allows for a variety of connotations. Hardy and Dillon (2008) compared the 
comprehensive high school with a local shopping/business center, lamenting that both 
had gotten too large and impersonal and needed to be brought back to human scale (p. 
12). The "of large physical size" (p. 12) definition of comprehensive exposed the 
comprehensive high school to criticism. Sack-Min (2008) disapproved of comprehensive 
high schools because the size and boundaries of large high schools made it difficult to 
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engage immigrant students and students new to the English language (p. 35). Others have 
felt that large high schools contribute to student apathy and angry outbursts: 
Recent signs of student dissatisfaction with high school have ranged from 
intellectual and social detachment, apathy, and dropping out to violent outbursts 
at the other extreme. A number of scholars and practitioners have suggested that 
such problems derive in part from the enormity and intransigence of the 
comprehensive high school. (Terzian, 2004, p. 42) 
Chafin (2008) condemns the construction of large comprehensive high schools for 
the sheer costs involved: 
If we started planning our new high school today-let's say it is a 275,000 square 
foot building for 1,750 students- we could easily spend seven million to eight 
million on the gymnasium alone. The auditorium/performing arts area would cost 
nearly seven million. The cafeteria/kitchen would be four million; the media 
center two million to three million. The stadium/field house complex can cost two 
million. At this point, we have committed between twenty million to twenty-five 
million, and we have yet to start talking about the "three R's." Also, these figures 
do not include the requisite operating and maintenance costs. And remember, if 
we are paying off a loan over the next twenty years, then we are talking about 
spending upwards of forty million for these spaces alone. (pp. 64-65) 
It is important to distinguish now that it ' s rudimentary to say that a 
comprehensive high school is simply a high school of large physical size. For the purpose 
of this study, a more precise description of the comprehensive high school would reveal 
that a variety of programming is provided to meet the needs of the students of the school 
and community. Noddings (2008) described a comprehensive high school and compared 
the notion to preserving the democratic way of life: 
The underlying idea of the comprehensive high school is worth preservation, 
analyzing, revising, and extending. The idea is to educate all adolescents, 
regardless of their eventual occupations, for life in a democratic society. In some 
cities, we provide magnet schools or schools that serve particular occupational 
interests, but this practice overlooks the importance of encouraging students with 
widely varying interests and talents to work together in governing their school, 
launching projects, and developing attitudes toward the healthy use of leisure 
time. And in doing so, we overlook the central idea of democracy as a mode of 
associated living. (p. 37) 
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In contrast to her enthusiasm for the comprehensive school, Noddings (2008) 
warned of the insufficiency of magnet schools and charter schools, schools that often 
forgo comprehensiveness to focus on specific content or skill areas. Fowler-Finn (2008) 
echoed this sentiment about magnet and charter schools accusing them of not making fair 
sales pitches in their comparisons to public schools, often focusing in on areas of 
specializations, and leaving out what they don't have in comparison to public schools (p. 
34). In contrast, a comprehensive school is a three- to six-year secondary school serving 
students about 14 to 18 years of age that offers a variety of diverse learning opportunities 
in general academic courses, specialized commercial, trade, and technical opportunities, 
and a wide range of elective courses to meet the needs and interests of its students. 
All public schools----charter, magnet, and comprehensive- have been required to 
meet the mandates of the federal legislation, NCLB (2001 ). The NCLB Act was signed 
into legislation by President George W. Bush in 2002. It has been called a poverty 
program because of the belief that, for many, increased education is the means to escape 
a life of hardship (Anyon & Greene, 2007, p. 157). Indeed, schools have been able to 
improve graduation rates and test scores especially those of at-risk and low 
socioeconomic students and other students within the various subgroups defined by 
NCLB (Certo, Cauley, Moxley, & Chafin, 2008, p. 37). To accomplish these growths in 
test scores, school resources have been pumped into programs in an effort to make all 
students proficient in math, science, and reading (proficiency being measured as the 41 st 
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percentile on standardized tests) by the year 2014. In some cases, the investment seems to 
be paying off: 
Despite New York's wrong tum, the $6 billion for Reading First has more 
generally been one of the best investments ever in federal education spending. It 
has already brought some remarkable reading breakthroughs in many parts of the 
country among at-risk students. It has spread awareness of what should be going 
on in the classrooms and in the teacher-training institutions. It has shown that a 
comprehensive solution to the nation' s reading crisis is right in front of our noses. 
If, in another decade, an unacceptable proportion of America's children still can ' t 
read by fourth grade, don't blame George Bush. Blame the education leaders in 
our states and cities who, offered the solution, didn't grab it. (Stem, 2007, ,i 46) 
NCLB (2001) is federal legislation. The responsibility for developing a plan of 
ensuring that public schools and local education associations (LEAs) assess their students 
and report their students ' performance, however, has been delegated to the individual 
departments of education of each state. Using specific mandates dictated by the NCLB 
Act for levels of proficiency, individual state departments of education have developed 
guidelines for assessment and reporting and have communicated those responsibilities to 
the schools and LEAs of their state. The state departments of education must then report 
to the federal government when districts or schools have not met accountability 
guidelines specified by either the state's department of education or the national 
Department of Education. 
The Iowa model is based on schools making Adequate Yearly Progress (A YP) 
and reporting that progress to the Iowa Department of Education through an Annual 
Progress Report (APR): 
Adequate Yearly Progress (A YP) is the NCLB provision that established a 
timeline under which schools must raise all students to the proficient level in 
reading and mathematics within 12 years. This proficiency is established through 
scores obtained on a common assessment determined by each state. In Iowa this 
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proficiency is determined through student achievement data from ITBS and ITED 
and the alternate assessment. (Talking Points, 2007, ,i 1) 
The document (Talking Points, 2007) continued to address a baseline for schools 
using data gathered during both the 2000-2001 and the 2001-2002 school years. Schools 
have been required to meet an annual measurable objective (AMO) in math and reading 
for all students and subgroups (various groups of students including minorities, special 
education students, and students with limited English proficiency) or risk being named a 
school in need of assistance (SINA; ,i 1 ). 
The concept of demonstrating progress towards proficiency through standardized 
tests scores has left schools and their stakeholders asking themselves a couple of 
questions. First, "What is it that we can or should be doing to meet these mandates?" As 
the discussion around this question gathered momentum, another inevitable question has 
been "What are the interventions that will help us achieve proficiency, and what affect 
will those interventions have on our comprehensive high school?" 
Purpose/Importance of the Study 
The purpose of this study is to learn what a school district's stakeholders know 
about the proficiency requirements ofNCLB (2001) and to discover the stakeholders' 
current perceptions of the district ' s recent success at meeting these requirements. This 
study also explores what interventions are being implemented to meet the proficiency 
requirements ofNCLB and how these specific interventions are affecting the district's 
comprehensive high school. 
In an effort to avoid being discerned as a school in need of assistance, schools and 
school districts have implemented a variety of programs designed to help students be 
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successful on the standardized tests designated to measure proficiency. Though many 
school organizations have implemented programs to meet proficiency requirements, what 
if anything did the districts' stakeholders actually know about the proficiency 
requirements of NCLB? How successful did stakeholders perceive their high school to 
have been in regards to meeting these proficiency requirements ofNCLB (2001)? 
As the 2013- 2014 school year nears, school boards and school administrators 
frantically continue to research and implement strategies intended to pick up precious 
student achievement percentile points. Have these stakeholders fully considered what 
impact the meeting of the proficiency requirements of NCLB may have on their local 
comprehensive high school? As programs have been added to meet the trajectories, 
students have sometimes found themselves in the dilemma of participating in a required 
program designed to improve their chances of performing well on the Iowa Test of Basic 
Skills (ITBS) or the Iowa Test of Educational Development (ITED) while forgoing an 
elective class that may have been more interesting to the student or may have been a class 
that was part of a sequence designed to advance the student on a career pathway. Hence, 
as administrators and school boards address programming needs, they have found 
themselves in a balancing act of maintaining interesting elective courses and technical 
and vocational courses while at the same time funding programs that will help the district 
meet the unyielding trajectories. Losing these elective courses compromises the concept 
of the American comprehensive high school. The relevance and importance of this study 
becomes increasingly clear when the preservation of the American comprehensive high 
school is aligned to the preservation of the American democracy as some have declared 
that it is (Finn & Ravitch, 2007, p. 4; Noddings, 2008, p. 37). 
Problem Statement 
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This study asks if the nation ' s commitment to NCLB and the requirement of all 
students testing proficient in math, science, and reading by 2014 has had an impact on the 
comprehensive high school. Specifically, this study will solicit the opinions of various 
stakeholders to learn what they perceive to be the measure by which their high school is 
judged and the perceived success of their high school by that and other measures. Finally, 
stakeholders will be asked to share their perceptions of how NCLB has affected the 
comprehensiveness of their high school. 
Research Questions 
In 2002, the legislation NCLB (2001) was signed into law by President George 
W. Bush. The law was intended to ensure that every American child could read and do 
math at grade level by 2014 (NCLB). An important piece ofNCLB has been 
accountability and student achievement as measured by standardized tests. This practice 
of measuring student achievement solely on one assessment may fall short of an accurate 
description of the endeavor of American schools, and some unintended consequences on 
American education have resulted from the NCLB legislation. It will take some 
investigation to expose what stakeholders know about NCLB and to understand how 
stakeholders perceive what their own high school has achieved. Inquiry can help 
determine if stakeholders have considered the unintended consequences of NCLB . 
The following research questions will guide this study: 
1. What do stakeholders currently know about the proficiency requirements of 
No Child Left Behind? 
2. How successful do stakeholders perceive their high school to be in regards to 
meeting the proficiency requirements of No Child Left Behind? 
3. What impact have stakeholders perceived the proficiency requirements of No 
Child Left Behind in math, science, and reading to have had on the 
comprehensive high school? 
Definition of Terms 
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Comprehensive High School: A three- to six-year secondary school serving students 
about 14 to 18 years of age that offers a variety of diverse learning opportunities in 
general academic courses, specialized commercial, trade, and technical opportunities, and 
a wide range of elective courses to meet the needs and interests of its students. 
No Child Left Behind (NCLB): Federal legislation enacted during the presidency of 
George W. Bush intended to improve learning opportunities for all students. One 
requirement ofNCLB is that all students test proficient in math and reading on a 
state-approved assessment by the year 2014. 
Proficient: A student in Iowa who scores in the 41 st percentile on the Iowa Test of Basic 
Skills {ITBS) or the Iowa Test of Educational Development (ITED) is said to be 
proficient. High schools in Iowa are required to submit the ITED scores of 11th grade 
students in reading and math. 
Adequate Yearly Progress (A YP): The NCLB provision that established a timeline under 
which schools must raise all students to the proficient level in reading and mathematics 
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within 12 years. In Iowa the A YP is measured by the percentage of students that a school 
is able to move from nonproficient to proficient or advanced. A state starting point for 
reading and mathematics at each required grade level to be tested was established using 
2000-2001 and 2001-2002 achievement data (Talking Points, 2007, ~ 1). 
Annual Measureable Objective (AMO): The target percentage of students from Iowa who 
have been projected to move from nonproficient to the proficient or advanced range on an 
annual basis. 
Trajectory: A chart reflecting Iowa's AMO through the 2013-2014 school year. 
Annual Yearly Report: Document that each school district in Iowa submits to the state of 
Iowa reflecting AYP and AMO. 
Stakeholders: Stakeholders for this study will be school administrators, teachers, 
students, parents, and board members. 
Perceptions: Immediate or intuitive recognition of moral, psychological, or aesthetic 
qualities ofNCLB or beliefs about the impact of NCLB on the comprehensive high 
school. 
Core Curriculum: Essential concepts and skills for 9th through 12th grade students in 
math, science, and reading. 
Interventions: Activities intended to intercede in the decline of skills. Interventions will 
be accompanied by programs or strategies intended to result in improved skills. 
Public High School: A public high school is a secondary school in the United States of 
America that is financed by tax revenues and other government-collected revenues and 
administered exclusively by state and local officials. (Wikipedia, 2009) 
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Organization of the Study 
This study of the impact ofNCLB on the comprehensive high school consists of 
five chapters. In the first chapter, a rationale is offered as to the importance of the study. 
In addition, the framework of the study is described. The second chapter provides an 
historical justification for the comprehensive high school and explores unintended 
consequences of NCLB (2001) as revealed by research and the impact the proficiency 
requirements ofNCLB have had on the comprehensive high school. The third chapter 
presents details of the methodology used to conduct the research for this study. In the 
fourth chapter, the findings of the study will be presented. The fifth chapter will provide a 
summary discussion of the findings and conclusions drawn from an analysis of the data. 
Limitations 
This study is a case study of one high school in Iowa. Since this case study is of 
one high school in one state, the following limitations are recognized: 
1. The intent of this case study is to understand how the proficiency 
requirements ofNCLB have impacted programming in a comprehensive high 
school and to recognize unintended consequences ofNCLB (2001). Only the 
perceptions from the stakeholders of Pullman High School (a pseudonym) 
have been included here. Other high schools may have other interventions for 
meeting the proficiency requirements of NCLB and the perceptions of 
stakeholders from those high schools may be different. Generalizations about 
all high schools regarding the impact of interventions used to meet the 
proficiency requirements ofNCLB cannot be made from the information 
shared from this study. 
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2. NCLB has allowed each state to develop its own system of gathering 
accountability reports from local school districts. This study does not provide 
data that can be generalized across districts in Iowa or across the nation. 
CHAPTER2 
REVIEW OF LITERATURE 
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The review of literature for this study begins with an historical perspective of the 
comprehensive high school that spans one hundred and ten years from 1892 to 2002. The 
Cardinal Principles, Why Johnny Can't Read, Sputnik, A Nation at Risk, and No Child 
Left Behind (NCLB;2001) are the educational reform efforts and events addressed by 
this study that contributed to the evolution of the American comprehensive high school. 
The final part of this literature review focuses on stakeholders' knowledge ofNCLB, 
their perceptions of the success ofNCLB, and finally, unintended consequences ofNCLB 
and the effect of high stakes testing on the comprehensive high school. The Iowa Core 
Curriculum is addressed at the end of this review of literature as a recent reform effort 
that may provide a balance in the comprehensive high school between high stakes testing 
and rigorous, 21st century learning opportunities. 
The Evolution of the Comprehensive High School 
To understand how educational reform efforts, especially the NCLB legislation, 
have affected the comprehensive high school in America, it is first important to develop 
an historical perspective of American secondary education and schooling. The 
noteworthy history of American secondary education began around the start of the 
twentieth century; prior to that time, less than five percent of American adolescents 
attended high school and fewer yet went to college (Ravitch, 2000, p. 20). Wraga (1998) 
and Ravitch mentioned the influence of the Committee of Ten on secondary education. 
The Committee of Ten brought together several of the leading educational experts of the 
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era including Harvard President Charles W. Eliot and U.S. Commissioner of Education 
William Torrey Harris. The Committee's charge was to bring some order to secondary 
curricular issues in regards to what courses should be required for college admission. The 
Committee was adamant that all high school students should be offered the same courses 
and taught in the same way (Ravitch, 2000, p. 42). As impending years would show, 
however, the Committee may have been too focused on a college preparatory tract and 
shortsighted in regards to high school students who may never attend college. 
Immigration 
Graham (2005) described the history of American education in four shifts: 
Assimilation: 1900-1920; Adjustment: 1920- 1954; Access: 1954- 1983; and 
Achievement: 1983-present (p. 2). Assimilation referenced the large number of 
immigrants that came to America at the tum of the twentieth century and just before. 
Counts ( 1952) called this influx of immigrants "the great migration" (p. 61 ). He 
described the immigration to America from the Old World as "unique" (p. 61) in that the 
migrants moved immediately and deliberately to a new land compared to the relatively 
gradual migration of the Hebrews from Egypt or the Germans into the Roman Empire. 
Further, these earlier migrations took place by land and in more complete groups of 
people, whereas the migration to America largely involved the "underprivileged classes 
of the Old World" (page 62). 
Wraga ( 1998), too, recognized the impact that immigration had as American 
leaders considered a model for secondary schooling: 
... during this era, the demographic landscape of the United States was 
transformed by a massive wave of immigrants hailing predominantly from 
southern eastern Europe. A historically diverse population became increasingly 
so. The need to assimilate immigrants into American society was quickly 
identified, and the public schools were just as quickly assigned the task. (1 17) 
Ravitch (2000) wrote about the impact immigrants had on the nation's schools 
and cited statistics indicating that urban areas were heavily impacted: 
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In the first decade of the century, the majority of students in most large cities were 
either immigrants or the children of immigrants. A congressional study in 1908 
found that 71.5 percent of the children in the New York City public schools had 
foreign-born fathers, as did 67.3 percent of the children in Chicago, 63 .5 percent 
in Boston, 59.6 percent in Cleveland, 59 percent in Providence, 58.9 percent in 
Newark, and 57.8 percent in San Francisco. (p. 4) 
Ravitch (2000) agreed with Counts that many of the immigrant students came 
from poor families, and "it was widely believed that they lacked the intellect for 
academic studies" (p. 56). Ravitch hinted at the dilemma that educational leaders in the 
early part of the 20th century faced: 
The new experts in the education world insisted that a school that offered the 
same academic curriculum to all students was "antidemocratic" and "aristocratic," 
while a school with differentiated educational programs was democratic. 
"Equality of opportunity" was redefined to mean that only a minority should 
continue to get an academic education, while the great majority-the children of 
the masses-would get vocation or industrial training. (p. 57) 
Dual System or the Comprehensive High School 
In his study of the history of American education, Wraga (1998) indicated that the 
country's educational leaders had the foresight to understand that the success of business 
and commerce depended on an educated population and a skilled workforce. Their 
dilemma was to decide under what educational system this was best accomplished. The 
debate ranged between incorporating some sort of comprehensive system or developing a 
dual educational system: 
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During the first two decades of the twentieth century widespread agreement 
existed among educators and businessmen that vocational education should 
function as a component of secondary education, but considerable controversy as 
to whether vocational and academic education should be under separate or dual 
control. Some proponents of industrial education called for a system modeled 
after Germany's dual system. (Wraga, 1998, p. 123) 
Ravitch (2000) used the terms liberal and progressive to describe the separate 
philosophies of education: 
As enrollments in school increased in the early Twentieth Century, there was a 
decided split between those who believed that a liberal education (that is, an 
academic curriculum) should be given to all students and those who wanted such 
studies taught only to the college-bound elite. The latter group, based primarily in 
the school of education, identified itself with the new progressive education 
movement and dominated the education profession in its formative years. (p. 15) 
Wraga (1998) pointed out that in 1912, Cooley, a proponent of the dual system of 
education, felt that it was important to staff and equip buildings in accordance with either 
their vocational or academic role: 
Separate schools are necessary whose equipment, corps of teachers, and board of 
administration must be in the closest possible relation to the occupations. In such 
schools the applications of general education to vocational work can be made only 
by men who know the vocations. The boards of education administering such 
institutions must give them far greater attention on the practical side than the 
ordinary boards of education need to do in the case of academic schools. (Cooley, 
1912, as cited in Wraga, 1998, p. 123) 
The Cardinal Principles 
Wraga (1998) wrote that at the same time there were many who advocated for a 
more unified approach to education, Dewey and Inglis among them. Davenport ( 1914) 
argued a dual system of education would segregate people along vocational lines and 
create stratification in society (as cited in Wraga, 1998, p. 123). In 1918, the Bureau of 
Education published The Cardinal Principles of Secondary Education, the document that 
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for the moment decided the debate between a unified system or a dual system of 
education in the United States (the Cardinal Principles have been referred to as the 
Kingsley Commission after the chairmen of the committee who authored the report). The 
Cardinal Principles listed seven main objectives of education: health, command of 
fundamental processes, worthy home-membership, vocation, citizenship, worthy use of 
leisure, and ethical character (Cardinal Principles, 1918, pp. 10-11 ). The Principles 
proposed to accomplish educating the nation's youth through a strategy that would come 
to be known as comprehensive high school. "The comprehensive (sometimes called 
composite or cosmopolitan) high school, embracing all curriculums in one unified 
organization, should remain the standard type of secondary school in the United States" 
(p. 24). 
The Cardinal Principles mandated that vocational and academic requirements of 
students would be satisfied in the same building which would be called the 
comprehensive high school. The authors did not ignore that both areas of the proposed 
dual system should be addressed. In the Cardinal Principles, however, those requirements 
were called the specializing and unifying functions of secondary education (Cardinal 
Principles, 1918, p. 21 ). "The specializing function was to serve the individual needs of 
all students" (Wraga, 1998, p. 124). " ... individuals and groups of individuals may 
become effective in the various vocations and other fields of human endeavors" (Cardinal 
Principles, as cited in Wraga, 1998, p. 124). The Cardinal Principles elicited the 
importance of the ability for students to change vocational interests without severing ties 
to the school, "when a pupil has found a curriculum better adapted to his needs, he can be 
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transferred to it without severance of school relationships and, what seems to him, the 
sacrifice of school loyalty" (Cardinal Principles, as cited in Wraga, 1998, p. 124). 
Wraga (1998) used the text of the Cardinal Principles to help explain the unifying 
function: 
The ideal of democracy ... involves ... unification whereby the members of that 
democracy may obtain those common ideas, common ideals, and common modes 
of thought, feeling, and action that make for cooperation, social cohesion, and 
social solidarity. Without unification in a democracy, there can be no worthy 
community life and no concerted action for necessary social ends. The school is 
the one agency that may be controlled definitely and consciously by our 
democracy for the purpose of unifying its people. (Cardinal Principles, as cited in 
Wraga, 1998, pp. 124-125) 
Secondary education prior to the Cardinal Principles had been more academic and 
college preparatory (Mirel, 2006). The Cardinal Principles have been credited with 
setting the course for education in America for the 20th century and altering how the 
curriculum for secondary education had previously been developed and carried out. As 
Rury (2002) wrote, the Cardinal Principles offered a more differentiated course of study: 
Unlike the Committee of Ten, the Kingsley Commission advocated a 
differentiated secondary curriculum, but it also called for bringing students from 
all backgrounds together within a single institution. In other words, differentiation 
would be achieved by groups of students pursuing distinct courses of study while 
attending the same school. Some pupils would follow vocational programs, for 
instance, while others might pursue a precollegiate course of study, and yet others 
might opt for a general or commercial diploma. (p. 157) 
Not everyone agreed, though, on the impact of the Cardinal Principles or that the 
concept of the unifying principles and the specializing principles was best for American 
education. Kliebard (2002) indicated that the aims laid out by the Cardinal Principles 
were the logical course for American education, and that even without the Kingsley 
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Committee's report, American education would have followed much the same track. As 
well, he felt the comprehensive philosophy "depreciated" (p. 49) academic education: 
To be sure, the Cardinal Principles report embodied the reform impulse that has 
dominated thinking with respect to curriculum policy, but, in its 
recommendations, it went much too far in the direction of rejecting, or at least 
depreciating, the value of an academic education. The indefinite expansion of the 
America secondary curriculum, including the substitution of "personal 
development" courses for academic ones, over the course of the twentieth century 
is not really a direct outgrowth of the enunciation of the seven aims; it is merely 
consistent with it. Given the prevailing idealologies, it is likely that secondary 
education would have followed roughly the same pattern even without those aims. 
The significance of the seven aims lies not in the fact that they actually directed 
the course of American secondary education; but they do represent one highly 
suggestive pottery shard in the archaeological deposit we call the Cardinal 
Principles report. From artifacts such as those aims, we can begin to reconstruct 
the prevailing attitudes and doctrines that helped fashion the contours of the 
modem secondary school curriculum. (p. 49) 
Kliebard (2002) did not disagree that the Cardinal Principals did indeed provide a 
definition for the comprehensive high school and that programming in high schools today 
is still measured by the guidelines set forth in the Cardinal Principles. He reasoned that 
though the Cardinal Principles were an important reform effort in the history of American 
education, they were simply one of a number of reform efforts recognized in the history 
of American secondary education. 
Nevertheless, for several years after the Cardinal Principles, it seemed that 
Americans were satisfied with the model of school that had been established. While 
expanding the availability of nonacademic courses and often reducing the proportion of 
students who took academic programs (Ravitch, 2000, p. 238), the comprehensive high 
school was heralded as the institution best suited for educating American youth through 
19 
the social crises of the 1930s and 1940s, the Great Depression, and World War II (Wraga, 
1998). Conant (1967) had this to say about the comprehensive high school: 
With the great increase in the numbers attending high school, caused in part by 
compulsory attendance laws, came an increase in the heterogeneity of the student 
body. This heterogeneity was recognized early as one advantage of the public 
high school; boys and girls from different environments came to know one 
another. (p. 4) 
Conant (1967) went on to tell that the comprehensive high school intended to 
provide a general education for all including "a common democratic understanding, 
elective offerings, excellent instruction in academic fields and rewarding first-class 
vocational opportunities" (p. 4). He spoke to the difficulty of attaining all of this yet 
acclaimed that" ... in spite of all criticism the comprehensive high school remains 
characteristic today of American public secondary education" (p. 4). 
Thirty years after Conant's comments, the effectiveness of the comprehensive 
high school was put into question by a project initiated by Educational Administration 
Quarterly (EAQ). EAQ devoted an entire issue to the question of "What will replace the 
comprehensive high school?" (December, 1997, p. 541 ). For this project, authors were 
invited to submit initiatives that were missing from the current comprehensive high 
school model and strategies for improving or fixing what currently existed. Authors 
submitted an extensive list of ideas that could improve any comprehensive school 
including, among others, common advisory (Brouillette, 1997), interdisciplinary teams 
(Oxley, 1997), and common planning time for teachers (McQuillan, 1997). Wraga (1999) 
agreed that the initiatives proposed in the EAQ Supplement (1997) have been missing in 
some high schools. By revisiting the original designs of the comprehensive high school, 
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the Cardinal Principles of Secondary Education (CPSE, 1918), one can find that the ideas 
presented in the December, 1997, EAQ edition have all been addressed in literature 
supporting the comprehensive high school. 
Utilizing the subtitles of "Origins" (p. 296), "Vision" (p. 297), "Community" (p. 
297), "Participatory Decision Making" (p. 298), "Block-Time, Integrated Core" (p. 298, 
299), "Teaching Teams" (p. 299), "Size" (p. 300), and "Guidance" (p. 300), Wraga 
(1999) provided many examples from the historical literature of how the comprehensive 
high school was planned to consist of the beliefs proposed by EAQ (2007). Wraga ( 1999) 
pointed out that had the comprehensive high school been implemented with the fidelity of 
the plans of those who historically designed it, the answer to the question of "What will 
replace the comprehensive high school?" is "The comprehensive high school" (p. 302). 
Quite possibly the most convincing testimonial for the comprehensive high school 
was supplied in the editor's foreword of the EAQ (1997) issue. Raywid (1997) spoke 
about her surprise at the topics that were submitted: 
I thought contributors would be examining and assessing some of the new models 
that are contenders, or dreaming up still newer ones to nominate, or speculating 
about policy for a new day. But few had such thoughts. Authors sent strong 
critiques of our existing secondary education structures, and there were accounts 
of failed efforts at changing particular comprehensive high schools, but very little 
about what might replace the way we have institutionalized secondary education 
to date. In fact, it began to appear that perhaps the issue might better be named 
"What-If Anything-Will Replace the Comprehensive High School?" Or perhaps, 
"If We Could Identify What Should Replace Today's Comprehensive High 
School, Can We Get There From Here?" (p. 541) 
She continued about her surprise at what was submitted, posing such questions as 
"Is it that few think the comprehensive high school needs to be replaced, and/or that it 
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should be replaced? Or is it that none of these models- nothing that ' s appeared to date-
appears a truly desirable alternative?" (p. 542). 
Reform Efforts through the History of American Education 
Why Johnny Can 't Read 
The impending reform efforts of the 1950s often occurred as the result of some 
national disclosure or emergency; one such revelation was provided by Rudolf Flesch's 
book published in 1954, Why Johnny Can't Read. In referring to the book, Menand 
(2002) acknowledged that Flesch's issue wasn't just that the American primers were 
boring: 
His point wasn ' t just that the Dick and Jane and Alice and Jerry readers were 
boring; his point was that they were based on a flawed pedagogy. This was the 
theory of word recognition-the idea that children learn words by memorizing 
them. Flesch argued that this was an absurd way to teach reading, since it left the 
child without resources when confronted with an unfamiliar word. The correct 
method, Flesch believed, was phonics, teaching children the sounds that letters 
and groups of letters make-he maintained that there are forty-four such sounds 
in English-so that they will be able to figure out unfamiliar words. Ultimately, 
of course, we do memorize words; we don't stop to sound them out. But Flesch 
thought that people could get to that stage a lot faster if they started with phonics. 
(pp. 2- 3) 
Menand (2002) continued that there was anxiety that American children were 
being exposed to "a commercial culture that was making them vicious and stupid" (p. 3). 
Hager (2003) agreed that the concept that there was something wrong with American 
reading strategies was popular with parents, but Why Johnny Can 't Read didn't have a 
huge impact on how schools taught reading. Hager felt that schools dismissed Flesch ' s 
assertions and that the failure of schools to take Flesch's work seriously led to another 
type of reform, the school choice movement. Ravitch (2000) concurred: 
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Flesch's polemic set off a national debate about literacy. The book was favorably 
reviewed in the general press but almost unanimously rejected by reviewers in 
education journals, who insisted that Flesch was unqualified, irresponsible, and 
just plain wrong. (p. 354) 
One reaction to Flesch' s book was that publishing companies issued new reading 
books, some of which featured phonics (Ravitch, 2000, p. 355). Menand (2002) described 
a story that told how Theodor Geisel, a writer who was usually published by Random 
House, was contacted by the director of the education division at Houghton-Mifflin and 
contracted to write children' s books keeping in mind Flesch's concerns that students were 
currently required to memorize words. Per Flesch's theory, a list of 300 words was 
provided to Geisel; Geisel's task was to write a book using only words from the list and 
make reading fun for new readers in the process. The new book ended up being 1,702 
words long, but Geisel used only 220 different words. The book became a very popular 
children's book, and Geisel became a very well know author of children's books, who 
was credited by some for renewing children's interest in reading and for teaching many 
children of the 1950s to read. The title of the book was The Cat in the Hat, and Theodor 
Geisel became renowned by his pen name, Dr. Seuss (112). 
Why Johnny Can 't Read brought national awareness to the significance of reading 
skills for an educated society and created a national debate on how those skills were best 
taught and learned in our schools. The focus on reading skills has continued through later 
reforms and has been a focus of the most recent NCLB Act (2001 ). Shortly after the 
debate created by Why Johnny Can 't Read, the Sputnik incident brought similar 
understanding to the importance of science instruction in our schools. 
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Sputnik 
In addition to the awareness raised by Why Johnny Can't Read, televisions were 
becoming increasingly popular in American homes. Menand (2002) wrote, "The general 
fear that American children were growing up in a dumbed-down culture was crystallized 
by the launching of Sputnik" (ii 13). Though Menand agreed that the Russian satellite 
Sputnik was relatively useless in terms of defense or intelligence, he explained the fear 
the launching caused Americans: 
The point was the missile used to launch it. Nuclear devices are not much good 
unless you can deliver them, and the launching of an artificial satellite suggested 
that the Soviets, who had exploded their first thermonuclear bomb two years 
before, were on the way to developing an ICBM capability .... The accepted 
diagnosis was that the United States was being beaten in the arms race by a nation 
with a superior educational system. (ii 14) 
Kinnaman ( 1998) agreed that Sputnik was a turning point in American 
education. "Forty years ago America was rocked by the successful launch of the Soviet 
satellite Sputnik. Stunned that the Soviets had jumped to the lead in the space race we 
committed ourselves to catching up" (p. 1 ). 
According to Menand (2002), the launching of Sputnik led to the passage of the 
National Defense Education Act of 1958 (NDEA). This legislation paid for loans for 
students and gave assistance to math, science, and foreign language programs that were 
important to America's national defense (ii 15). 
Flynn ( 1995) agreed with Menand and indicated that the launching of Sputnik 
caused the Eisenhower administration and the military to panic. According to Flynn, 
Sputnik represented that the Russian society had bettered Americans in knowledge of 
math and science and the ability to market new technology. Flynn (1995) went on to 
assert that the NDEA was passed to offer additional financial assistance to those that 
could provide training for Americans that would meet the national defense needs of the 
United States for the future (p. I). 
Ravitch (2000) pointed out that Sputnik provided the national media an 
opportunity to chastise American education. "The press treated Sputnik as a major 
humiliation for the United States, as well as a dangerous threat to the nation ' s security. 
Sputnik became an instant metaphor for the poor quality of U.S. schools" (p. 361 ). 
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Bracey (2007) agreed that to some Americans, Sputnik represented that the Soviet 
educational system was superior to that in the U.S.: 
Once the world realized that Sputnik was not a swindle, people had to explain 
how a technologically backward nation such as the Soviet Union could have 
accomplished such a feat. Maybe the Russians had spies and accomplices in the 
West. Maybe our fat and lazy materialism had done us in. Maybe. But with 
remarkable alacrity a dominant theory emerged: the Russians beat us into space 
because they had better schools. (pp. 119- 120) 
In their 2008 book, Disrupting Class: How Disruptive Innovation will Change the 
Way the World Learns, Christensen, Hom, and Johnson proclaimed that Sputnik created a 
public outcry for rigor in math and science and that American schools addressed this call 
with new classes and additional lab equipment (p. 56). 
The relevance of the Sputnik episode to the history of the comprehensive high 
school was summed up by Bracey (2007), "Sputnik set a nasty precedent that has become 
a persistent tendency: when a social crisis-real, imagined, or manufactured- appears, 
schools are the scapegoat of choice; when the crisis is resolved, they receive no credit" 
(p. 123). 
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Tanner ( 1982) wrote that while "scientists, militaryists, and politicians" were 
blaming comprehensive high schools in the post-Sputnik era, they ignored that if a 
"missile" gap existed, it was they, and not the children the schools were currently serving 
and responsible for, who were to blame (p. 608). While Sputnik and Why Johnny Can't 
Read brought attention to the core areas of reading, math, and science, a later reform 
effort would examine the schools mentioned by Tanner ( 1982) with a broader focus and 
suggest improvements designed to improve our children's educational experience. 
A Nation at Risk 
In 1983, A Nation at Risk was published by the National Commission on 
Excellence in Education. Ravitch (2000) called it "a landmark of education reform 
literature" and asserted that A Nation at Risk was different than other reports in that it was 
written at a reading level that the public could understand. According to Ravitch, the 
report warned that the nation would suffer if the quality of our schools did not improve 
(p. 411). 
Fisk (2008) wrote that A Nation at Risk created national, political awareness about 
education: 
The most important legacy of "A Nation at Risk" was to put the quality of 
education on the national political agenda-where it has remained ever since. The 
last 25 years have seen a succession of projects and movements aimed at 
increasing the quality of American primary and secondary schools: 
standards-based reform, the 1989 "education summit" that set six "national goals" 
for education, the push for school choice and, most recently, the No Child Left 
Behind legislation. Proponents of each have taken pains to portray themselves as 
the heirs of"A Nation at Risk." (110) 
The report was created at the bequest of then Secretary of Education Terrel Bell. 
Bell would say later that he had expected A Nation at Risk (1983) to paint a rosy picture 
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of American education (Fisk, 2008, 12). As pointed out in the Editorial Projects in 
Education (EPE) Research Center (2004) newsletter, however, the problems listed in the 
report demonstrated the importance of a strong national education system. According to 
the newsletter, the legacy of A Nation at Risk seems to be the awareness it created 
throughout the nation of the status of American education. 
During his Presidential campaign, Ronald Reagan had promised to eliminate the 
Department of Education. A Nation at Risk helped to derail that proposal, and instead, 
the manuscript provided Reagan with the opportunity to address the standing of 
American education and the quality of the schools. Bell, who prior to A Nation at Risk 
had never ridden in Air Force One, accompanied Reagan as they toured the country 
creating awareness about the shortcomings exposed in A Nation at Risk and redeeming 
education as a major item on the national agenda (Fisk, 2008). 
The problems listed in the report that led to its recommendations and the strong 
language it used caused a stir, both among the general public and in the education policy 
community. The report, which was widely circulated and was often cited by President 
Reagan, provided much of the impetus for a raft of school improvement measures 
undertaken throughout the United States. 
Toppo (2008) claimed the importance of A Nation at Risk was the awareness 
created among educators of the importance of quality teachers. In his USA Today article, 
he cited Jay Sommers, the only teacher on the 1983 panel that produced the report: 
"As a consequence of the commission, things were improved in education without 
any doubt." Though most teachers today are competent-and many of them are 
"great," he [Sommers] says-in 1983, there were plenty of people "who shouldn't 
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have been in the teaching profession. This report made that point." (Sommers, as 
cited in Toppo, 2008, 126) 
In a lecture to Heritage Leadership of America, Bennett (2000) referenced that A 
Nation at Risk did stimulate a number of reforms, and the country tried a number of these 
[reforms] (p. 2). Bennett continued to point out that efforts like smaller class sizes, the 
construction of more schools, child-centered learning, and increase in per pupil spending 
all occurred as a result of A Nation at Risk. 
In addition, it was pointed out that A Nation at Risk brought attention to higher 
expectations for students, rigorous instruction and standards, and teacher quality. Though 
not all of A Nation at Risk's suggestions have been implemented in schools across the 
nation, schools have tried to address issues like higher expectations for students, more 
rigorous instruction, and teacher pay when affordable (EPE Research Center newsletter, 
2004). Perhaps the most important legacy of A Nation at Risk ( 1983) was the attention 
brought to school accountability (Weiss, 2003, as cited in EPE Research Center 
newsletter, 2004) as school accountability became the mantra of later legislation. 
Sputnik, Why Johnny Can't Read, and A Nation at Risk all stand out as landmark, 
nationwide educational issues that led to some sort of educational reform. Since the 
Cardinal Principles, "the history of the comprehensive high school in the United States 
has been characterized by attack and counter attack" (Wraga, 1998, p. 121 ). The most 
recent reform effort to fit that description has been NCLB (2001). 
No Child Left Behind 
The NCLB Act was signed into legislation by President George W. Bush in 2002. 
It has been called a poverty program because of the belief that, for many, increased 
education is the means to escape a life of hardship (An yon & Greene, 2007, p. 157). 
Indeed, schools have been able to improve graduation rates and test scores, especially 
those of at risk and low socioeconomic students and other students within the various 
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subgroups defined by NCLB (Certo et al., 2008, p. 37). To accomplish these growths in 
test scores, school resources have been pumped into programs in an effort to make all 
students proficient in math, science, and reading (proficiency being measured as the 41 st 
percentile on standardized tests) by the year 2014. In some cases, the investment seems to 
be paying off: 
Despite New York' s wrong tum, the $6 billion for Reading First has more 
generally been one of the best investments ever in federal education spending. It 
has already brought some remarkable reading breakthroughs in many parts of the 
country among at-risk students. It has spread awareness of what should be going 
on in the classrooms and in the teacher-training institutions. It has shown that a 
comprehensive solution to the nation's reading crisis is right in front of our noses. 
If, in another decade, an unacceptable proportion of America's children still can ' t 
read by fourth grade, don't blame George Bush. Blame the education leaders in 
our states and cities who, offered the solution, didn't grab it (Stem, 2007, 146) 
NCLB (2001) is a federal legislation. The responsibility for developing a plan of 
ensuring that public schools and local education associations (LEAs) assess their students 
and report their students ' performance, however, has been delegated to the individual 
departments of education of each state. Using specific mandates dictated by the NCLB 
Act for levels of proficiency, individual state departments of education have developed 
guidelines for assessment and reporting and communicated those responsibilities to the 
schools and LEAs of their state. Then, the state departments of education report to the 
federal government when districts or schools have not met accountability guidelines 
specified by either the state's department of education or the national Department of 
Education. 
The Iowa model is based on schools making Adequate Yearly Progress (A YP) 
and reporting that progress to the Iowa Department of Education through an Annual 
Progress Report (APR): 
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Adequate Yearly Progress (A YP) is the NCLB provision that established a 
timeline under which schools must raise all students to the proficient level in 
reading and mathematics within 12 years. This proficiency is established through 
scores obtained on a common assessment determined by each state. In Iowa this 
proficiency is determined through student achievement data from ITBS and ITED 
and the alternate assessment. (Talking Points, 2007) 
The document (Talking Points, 2007) continued to address a baseline for schools 
using data gathered during the 2000-2001school year and the 2001-2002 school year. 
Schools have been required to meet an annual measurable objective (AMO) in math and 
reading for all students and subgroups (various groups of students including minorities, 
special education students, and students with limited English proficiency) or risk being 
named a school in need of assistance (SINA;~ 1). 
The legislation has been controversial, and there have been those who have 
openly disagreed with the law: 
1. No Child Left Behind usurps the power of local communities to choose their 
own policies and programs. It represents a power grab on the part of the 
federal government that is unprecedented in the history of U.S. education. 
2. It compromises the quality of teaching by forcing teachers to worry more 
about raising test scores than about promoting meaningful learning. 
3. It punishes those who most need help and sets back efforts to close the gap 
between rich and poor, and between black and white. (Kohn, as cited in Meier 
&\Vood,2004,p. 79) 
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Oleck (2008) cited Linda McSpadden McNeil, lead author of a new study out of 
Rice University in Houston and the University of Texas-Austin, as claiming that 
"NCLB's accountability requirements led to the pressures that fed the dropout rate . . . " 
(ii 6). 
What we found is, the higher the stakes-whether principals get a bonus or lose 
their jobs, or whether your school could lose funding or even be closed if the 
scores don't go up-then the greater the likelihood that the adults in the system 
start to look at the kids according to whether they are assets to the schools' 
rankings or whether they are liabilities. (McNeil, as cited in Oleck, 2008, ,i 6) 
Proficiency Requirements of No Child Left Behind 
In 2004, the Opinion Research Corporation surveyed 3,047 parents of 
kindergarten through twelfth grade students nationwide "to gain an understanding of the 
views of American parents on No Child Left Behind" (p. 2). The results of the survey 
indicated support for NCLB, but the authors noted that the support declined when the 
survey participants were asked about high stakes testing and withholding funds from 
underperforming schools: 
When parents are presented with the question: If there was more federal money 
available for your school, which one of the following would you want it to go to?, 
only 10% picked "implementing the No Child Left Behind Act" from the list of 
five choices, while half (52%) would put the money towards provid(ing) smaller 
classes. About one parent in ten would use additional federal monies to restore or 
expand arts learning programs (12%), increase access to after school programs 
(11 %), and increase professional development opportunities for teachers (10%). 
Among supporters ofNCLB, only 12% would direct additional funds to 
implementing "No Child Left Behind," as would comparable proportions of 
Democrats (8%), Republicans (10%), and Independents (13%). (p. 2) 
In a separate Gallup Poll conducted in 2009, Newport (2009) said that 45% of the 
respondents indicated that NCLB (2001) has not made much difference on the education 
received by American children. Twenty-one percent of those who responded felt that 
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American education was better due to the legislation, and 29% indicated that they felt 
that education was worse for American children due to NCLB. To the question, "How 
familiar are you with the No Child Left Behind Act?," 46% of the participants responded 
somewhat familiar while 39% responded either "not too familiar" or "not familiar at all." 
Family of school age children were slightly more familiar with the legislation than those 
who did not have children in school. Newport concluded that "there is no consensus 
among either the entire American adult population or parents of school-aged children that 
the landmark education act has improved the quality of education received by 
school-aged children in the U.S." (p. 4). 
Another stakeholder concerned about the impact ofNCLB was the National 
School Boards Association (NSBA; 2009). On their website on September 21, 2009, 
NSBA said that what has evolved out ofNCLB is a measurement of their local school 
based essentially on one assessment. NSBA went on to encourage their members to tell 
their representatives in Congress that unintended consequences of NCLB are "imposing 
far more dysfunctional and illogical implementation problems than had been anticipated." 
(~ 4). 
Scientific Research 
Some of the controversy surrounding the NCLB legislation exists because of the 
ongoing debate between quantitative and qualitative research. Though many feel that 
qualitative methods are better suited for educational research (Gallagher, 2006; Lincoln 
& Cannella, 2004; Popkewitz, 2004), NCLB's (2001) emphasis on quantitative measures 
for student achievement (the proficiency measures in NCLB are developed wholly 
through quantitative measures) implied a preference for the scientific method in 
educational research . Kaufmann and Sasso (2006) are among those who support the 
scientific method for research in education: 
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... we cannot expect to be rid of the muddle that postmodernism has made in 
education . .. . Postmodern thinking is particularistic, chauvinistic, primitivistic, 
and deeply at odds with the analytic requirements of any serious discipline. And, 
whatever the view from inside departments of cultural studies, it is obvious that 
the leaky ark of postmodern theory is sinking fast, wallowing as if its crew has a 
lust for self-destruction. (p. 67) 
If one is to accept Kaufmann and Sasso's (2006) way of thinking, there appears to 
be little or no acceptable common ground among those who support qualitative research 
and those who support scientific research in education: 
There are two basic reasons that we cannot all just get along, find common 
ground, or allow postmodemism to proceed without vigorous protest. The first is 
the catastrophic consequences of postmodernism for education if it becomes 
dominant. Its dominance results in malpractice. The second is that postmodern 
and the scientific views of reality are simply incommensurable. They share no 
common ground; they are incompatible and irreconcilable, and trying to mix them 
always results in nonsense. (p. 69) 
The National Research Council (2002) devoted a entire book, Scientific Research 
in Education, to the enterprise of advancing educational research through scientific 
research. According to the authors, in order to advance the knowledge in such areas as 
low-performing schools and English language learners, and to address the achievement 
gap, "rigorous, sustained, scientific research in education is needed" (p. 12). At the same 
time, research that is not scientific was considered "folk wisdom" (p. 12). 
Gallagher (2006) responded on the benefits of research beyond the scientific 
method and qualitative research: 
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Despite the appearance of neutrality and objectivity, the practice of science and 
the application of the scientific method, are interpreting activities-interpreting in 
the sense that once one moves beyond the barest depiction, in an agreed on 
language, of physical movement in time and space, it is all interpretation. (p. 102) 
Later, Gallagher (2006) spoke to "absolute objectivity" (p. 104) and "inadequacy 
of partial objectivity" (p. 104) as the problems encountered when attempting to use 
scientific research for education: 
As I have attempted to make clear, absolute objectivity is not achievable 
because our lived understanding, knowledge, and experience get in the way, and 
there are no means by which we can bracket them off. To do so would entail 
somehow stopping being human at all. Their greatest fear is the opposite of 
absolute objectivity-that if we have no objective truth, we are left with anything 
goes relativism. (p. 104) 
Gallagher (2006) asserted that our individual experiences ( ethnicity, 
socioeconomic status, and individual lifestyles) impact each of our educational 
experiences making it impossible to make generalizations about educational theory 
through empirical study, as the scientific method attempts to do. Popkewitz (2004) 
further supported this notion: "This is probably the weakest notion of theory as its 
generative power is limited to sampling theory, producing what can be thought of as 
horizontal rather than vertical generalizations" (p. 66). Popkewitz suggested that a true 
experiment takes place in such a controlled environment that it would be useless for 
explaining the complex relations that exist in schools (p. 68). Gallagher and Popkewitz 
seem to be implying then that schools must look beyond the scientific method for 
research to justify instructional strategy and student achievement. 
Lincoln and Cannella (2004) were more straight-forward when they said that 
although experimental studies can and do produce some knowledge worth having, it 
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really isn't useful in public education due to the dynamic context of public education in 
its many sites, forms, and variations. They go on to cite the variables that public 
education faces like gender, race, and other traits of diversity. Lincoln and Cannella 
concluded that legislation must utilize knowledge produced by "multiple epistemologies 
and methodologies" (p. 7) and that are sensitive to social needs (p. 7). 
Unintended Consequences: The Impact ofNCLB on the Comprehensive High School 
Finn and Ravitch (2007) spoke to "the big curricular squeeze" (p. 2) as an 
unintended consequence ofNCLB. They point out that many school programs are being 
"compressed" into skill building curriculums in reading, math, and science to meet the 
proficiency requirements of NCLB. Finn and Ravitch call this curriculum reduction an 
''unintended consequence" (p. 2) of NCLB, and they pose the question, "Is this really 
what Congress intended?" (p. 2). 
Noddings (2008) agreed that the focus on the core subjects could jeopardize other 
opportunities currently offered by many high schools while comparing the concept of the 
comprehensive school to preserving the democratic way of life: 
The underlying idea of the comprehensive high school is worth preservation, 
analyzing, revising, and extending. The idea is to educate all adolescents, 
regardless of their eventual occupations, for life in a democratic society. We 
may-and I argue that we should-provide different courses to meet different 
needs and interests, but we should also bring students from different programs 
together in student government and in a wide range of extracurricular activities. In 
some cities, we provide magnet schools or schools that serve particular 
occupational interests, but this practice overlooks the importance of encouraging 
students with widely varying interests and talents to work together in governing 
their school, launching projects, and developing attitudes toward the healthy use 
of leisure time. And in doing so, we overlook the central idea of democracy as a 
mode of associated living. (p. 3 7) 
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High Stakes Testing and Unintended Consequences 
Possibly the most controversial position ofNCLB is the emphasis on high stakes 
testing. In an attempt to make schools accountable, NCLB has relied on the results of 
standardized tests to, ultimately, assess the competence and efficiency of the school. 
"Schools are being asked to do so much, yet we are increasingly judging a school's total 
education program with one or two pieces of information, typically the results from the 
latest standardized achievement tests" (Allen, 2005, p. 416). 
The opponents of NCLB have never said that standardized testing is useless or 
that it should be abolished all together. The common theme has been that it probably isn't 
fair, or wise, to judge any particular school, or any organization for that matter, on 
multiple choice assessments that the students have almost no personal motivation for 
doing their best or take absolutely no satisfaction at all in participating. According to 
some, students have become disengaged from learning in places that have focused 
instruction to improve performance on standardized tests. "However, there is growing 
evidence of unintended, negative consequences to the quality of instruction that some 
students receive" (Certo et al., 2008, p. 37). 
In this study, Certo et al. (2008) interviewed 33 high school students who had 
experienced school both prior to and after the implementation of the Virginia Standards 
of Leaming. The study was designed to determine the students' perceptions of how the 
implementation of the Standards of Leaming (SOL) affected their education. In general, 
the students reported that after the implementation of the SOL, instruction seemed rushed 
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without a lot of time for developing understanding and "deep learning" (p. 34). The 
authors reported: 
Our findings suggest that the SOL are changing instruction, but not necessarily in 
ways that promote student engagement nor indicate teacher support for and care 
about learning. The problem is not necessarily the standards themselves or even 
the SOL tests, but the implementation that can lead to potentially negative, 
unintended consequences. (p. 36) 
The most telling information from this study were the direct quotes from students 
included in the results section of the study. The students' comments were quite clear that 
they felt less engaged in the classroom after the implementation of the SOL, they felt like 
teachers rushed through the material, and students never had the opportunity to explore 
subjects in as much depth as they would have liked. Finally, the students were clear that 
they were willing and able to do and learn much more than the standards allowed them 
(p. 33) 
There is some evidence that another unintended consequence of high stakes 
testing is that some students dropout of school to avoid the embarrassment of continuing 
to fail in comparison to their peers: 
Two direct measures of school success- achievement test scores (California Test 
of Basic Skills national percentile total score) and rate ofretaining students in 
grade- dearly differentiated schools with high versus low student dropout rates, 
corroborating previous evidence that students who experience academic 
difficulties are more prone to dropping out. (Alexander, Entwisle, & Kabbani, 
2001; Griffin, 2002, as cited in Christle, Jolivette, & Nelson, 2007, p. 333) 
Quite possibly the most important study in regards to dropout rates took place in 
Texas, the origin of the accountability system that served as a model for NCLB (2001). 
McNeil, Coppola, Radigan, and Vasquez Heilig (2008) studied data regarding Texas 
students gathering information through both quantitative and qualitative methods in 
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schools throughout Texas. They reviewed accountability rating trends in 24 Texas high 
schools using a formula designed specifically for the study. In addition, they interviewed 
122 students and 38 administrators and teachers in seven different schools (p. 9, 10). 
The authors recognized the need for a "systemic, longitudinal study that traces out 
the impact of accountability policies to the students" (McNeil et al. , 2008, p. 7). What 
they discovered was that when threatened with losing their jobs, administrators in Texas 
utilized a waiver system approved by the state that allowed schools to retain low 
achieving students; frequently the students were from a minority population. Low 
achieving students who did not meet the qualifications for passing the ninth grade tests 
were retained in ninth grade and not allowed to take the tenth grade assessments. 
Retaining the low achieving students often provided the illusion that the school's test 
scores were improving when in reality, all that had happened was that the students whose 
scores traditionally lowered the averages were left in ninth grade and never qualified to 
take later assessments 
Eventually these students, who were sometimes derisively called "dropbacks" 
(McNeil et al., 2008, p. 24), would accept that the school was not going to promote them, 
and they would simply withdraw from school. As most of the students who were not 
capable of scoring proficient on the state exam were never allowed to take it, the illusion 
created in Texas was that instruction was improving and students were scoring well on 
the state standardized tests. For whatever reason, the ninth grade dropbacks were not 
counted against the school's dropout rate so the state supported waiver allowed the 
principals to show improved test scores with zero dropout rate though 40% of the ninth 
graders were withdrawing from school, usually minority students (p. 23). 
The McNeil et al. (2008) study has some significant implications for this study. 
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First, the authors cited evidence from Gold (2007) regarding the effect high stakes testing 
could have on a broad array of classes, a staple of the comprehensive high school. Gold 
recognized that the combination of more grade levels reporting test scores "narrows the 
curriculum for minority students in urban schools, while the suburban schools retain a 
broader curriculum because they are not under a similar pressure to make a large increase 
in test scores (Gold, 2007, as cited by McNeil et al., p. 29). Fine (2005) further supported 
Gold's theory by recognizing that "suburban students in Advanced Placement courses are 
offered a broad curriculum, whereas the minority students in New York City are offered a 
narrow, test-prep curriculum under the increased emphasis on high-stakes testing at each 
grade level" (Fine, 2005, as cited in McNeil et al., p. 29). If one is to accept Gold and 
Fine's assertions, high stakes testing is a proximate cause of the loss of programming for 
some urban students' leaving their high school education less comprehensive. 
The title NCLB could be as aptly applied to providing educational opportunities 
that apply to students' interests and academic skill level as opposed to how well they 
have performed on standardized tests. Imagine an educational system that created 
personal education plans for every student and resources and facilities allowed students to 
study a career pathway based on their interests and dreams. The idea to quantify 
education, an area not easily quantifiable, and an area that some feel should not be 
quantified, can lead to only one conclusion. There are those that believe that by trying to 
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quantify education, educators have no option but to fail, opening the door for those who 
would seek to profit from the perceived failures of public education: 
Some ofNCLB's most energetic supporters are people and organizations opposed 
to the whole idea of public schooling-and, indeed, to public institutions in 
general. Their idea of "reform" turns out to entail some sort of privatization, such 
that education is gradually transferred to the marketplace. There, the bottom line 
is not what benefits children but what produces profit. (Kohn, as cited in Meier & 
Vlood,2004,p.80) 
The solution to the education dilemma for those convinced that public schools 
have failed America is a shift to private schools, charter schools, and federally funded 
vouchers that allow parents to choose where they would like their children to attend 
school. In theory, the voucher/charter school concepts sounded like some sort of 
definitive solution as the system would allow funding for families to attend their school 
of choice if they were not satisfied with their current educational opportunity. Some of 
the available literature, however, accused charter schools of not making fair sales pitches 
in their comparisons to public schools often focusing in on areas of specializations and 
leaving out what they don't have in comparison to public schools (Fowler-Finn, 2008, p. 
34). 
Dan Meyer, the principal of one middle school named a school in need of 
assistance in Iowa, acknowledged that some good things have happened due to NCLB in 
regards to programming for at-risk students and sub groups. "Vie in education have been 
required to examine data and to make data driven decisions. Prior to NCLB, we weren't 
very good at that" (D. Meyer, personal communication, November 2, 2009). Vlith 
consequences pending for not meeting the requirements ofNCLB, however, school 
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boards and school administrators continue to search for ways to meet the expectations of 
high stakes testing and increased student achievement. 
This has meant, in some cases, increasing instructional opportunities in the core 
classes for students not testing proficient. Urbandale Middle School implemented a 
Target program that increased core instruction during the school day. When it was found 
that the additional instruction interfered with other programming important to the 
exploratory philosophy of middle school, the Target program was moved to the early 
morning, time that in the past was reserved for teacher planning. 
According to Neill (2003), " ... the federal government failed to meet the social, 
economic, and health-related needs of many children, but NCLB itself does not authorize 
nearly enough funding to meet its new requirements" (ii 7). He goes on to say that in 
2003, at least, education appropriations were underfunded in the neighborhood of eight 
million dollars. Hence, schools like Urbandale Middle School have had to creatively fund 
the programs that they have adopted to meet the requirements of the law. This has led to 
some very interesting, and sometimes controversial, decisions about programming. 
With the limitations of school funding, schools have often not been able to 
maintain programs that had little or nothing to do with increasing standardized test 
scores. In addition, schedules with fewer elective classes and supplemental programs 
have been dictated to students testing below proficient. As Finn and Ravitch (2007) point 
out, too much emphasis on core areas does not promote a liberal arts education and may 
have negative effects on schooling: 
Notably, the law requires that academic gains be demonstrated only in reading 
and math, and its sanctions and interventions are triggered only by failure to make 
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gains in those two areas. They're worthy skills, yes, but not the whole of a proper 
education. Yet states, local school systems, and educators, understandably loath to 
be found wanting, have significantly ramped up the time spent teaching these two 
subjects and preparing students to take tests in them, to the detriment of "broad" 
and "liberal" and "arts." (p. 5) 
Neill (2003) agreed, "The one-size-fits-all assessment requirements-annual 
testing in reading and math and periodic testing in science-and the accountability 
provisions attached to them are rigid, harmful, and ultimately unworkable." He goes on to 
say that in the end, these practices will lower standards for students (ii 8). It follows that 
some students, parents, and even educators may have become disillusioned with the 
effects of high stakes testing, and many may now be looking for more of a balance 
between the school programming that has emerged due to NCLB versus the model of the 
comprehensive school. 
A poll of parents conducted by Monmouth University Polling Institute (2006) 
revealed that parents wanted a high school that offered many advanced placement 
courses, small class sizes, and computers in every room above students scoring high on 
the SAT. When choices were narrowed, parents still preferred small class size to scoring 
high on the SAT. Plastrik (2009) wrote about starting a charter school in Detroit in 2000. 
Parents wanted small class sizes and an environment that was orderly and safe. When 
asked three years later what they wanted in a high school, parents responded, "We want 
our kids to graduate and go to college" (ii 4). 
Darling-Hammond (2006) offered different perspectives when she proposed 
amendments to NCLB (2001) intended to advance similar goals from a different 
perspective. She focused specifically on "highly qualified teachers" and "the design of 
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testing and accountability regulations" (p. 5). Among her suggestions were to "reduce 
disparities in access to qualified teachers for students of color and low-income students" 
(p. 7). Darling-Hammond elaborated on the importance of highly qualified teachers and 
that student achievement could and would improve when highly qualified teachers were 
recruited and distributed so that all students had access to truly qualified teachers. She 
included in her summary the importance of interdisciplinary teaching and noted the 
importance of this strategy in schools that were serious about reform (p. 7). 
As she considered the testing and accountability procedures ofNCLB (2001), 
Darling-Hammond (2006) pointed out that NCLB's complex regulations for showing 
Adequate Yearly Progress toward test targets "created a bizarre situation in which most 
of the nation's public schools will be deemed failing within the next few years-even 
many that already scored high and those that are steadily improving" (p. 12). She went on 
to document that several states that had developed "forward-looking" accountability 
systems had to abandon them to comply with the requirements ofNCLB (p. 13). 
Darling-Hammond concludes her paper with several common sense strategies aimed at 
fixing NCLB including replacing the Adequate Yearly Progress formula, encouraging the 
use of diagnostic assessments as part of state accountability systems, using "value-added" 
approaches to evaluate gains, and appropriately assessing the progress of English 
language learners and students with disabilities (p. 23). 
Neill (2003) agreed with the need for school accountability, "Opposition to NCLB 
doesn't mean opposing any and all forms of accountability. Rather, the law should be 
used to advocate for a way to develop genuine accountability that supports improved 
student learning and schools" (~ 10). 
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Wraga (2009) called for a more connected core curriculum after previous reform 
efforts including A Nation at Risk (1983), America 2000 (1991), and NCLB (2001) 
led to more separate subject curriculum: 
By extolling the separate subject curriculum, these reform efforts have at best 
diverted attention from connections between and among students; at worst, they 
have perhaps aggravated the fragmentation of the high school curriculum, which 
has traditionally been dominated by separate subject organization. (p. 89) 
Wraga (2009) goes on to assert that the message students get is that the purpose of 
school is to pass tests and that connections between and among subjects and relevance to 
their lives count less than how they perform on standardized tests. As well, Wraga (2009) 
cited evidence from a study conducted by the National Center for Education Statistics 
(NCES; 2007) that indicated that students were taking more credits in high school due to 
states raising graduation requirements. The NCES study, however, indicated that the 
courses the students were taking were in academic areas and enrollment in vocational 
courses declined indicating that the balance of the comprehensive high school was 
becoming more academic. Wraga (2009) discussed the message to students: 
The cumulative message these circumstances send to students is that the school's 
purpose is to study discrete academic subjects, deploy discrete bits of information, 
and pass tests. Connections between and among subjects and between academic 
subjects and students' lives beyond school simply count less than performance on 
standardized exams of academic achievement. (p. 89) 
The NCES (2007) study seems to indicate that students are getting the message 
that the purpose of school is to pass tests in academic subjects. As more students enroll in 
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more academic core classes, vocational opportunities decline, hence, disrupting the 
potential of the comprehensive high school. 
The Iowa Core Curriculum 
An effort at achieving the appropriate balance of assessment and instruction might 
be the Iowa Core Curriculum (ICC; 2009). According to the ICC website (2009), the 
purpose of the ICC is to "deliver challenging and meaningful content to students that 
prepares them for success in life." An overview of the ICC takes that responsibility 
further: 
The vision for the Iowa Core Curriculum is to ensure the success of each and 
every student by providing a world-class curriculum. The Core Curriculum is 
designed to improve achievement of all students, preparing them for the world of 
work and lifelong learning. It identifies the essential content and instruction that 
all students must experience. (p. 1) 
According to the ICC Overview (2009), the purpose of the ICC is to change 
teacher behaviors with the expectation of raising student achievement. This can be 
facilitated by infusing "more challenging and meaningful content into classroom 
instruction" (p. 2). The ICC Overview lists several benefits of the ICC for students: 
1. Ensures that students will grasp big ideas through a focus on essential topics. 
2. Moves students beyond superficial knowledge to deep conceptual and 
procedural knowledge through learning for understanding, problem solving, 
and inquiry. 
3. Provides students opportuities to learn rigorous, robust content through the 
effective pedagogy of the Core Curriculum. Students will leave school 
equipped to succeed regardless of their postsecondary plans. (p. 6) 
The document goes on to list many more benefits the Department hopes to achieve 
through the ICC including "reduction in fragmentation and redundancy" in instruction, 
enhancing student engagement, and promoting formative assessments (p. 6) . The ICC is 
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unique from NCLB (2001). Student achievement as measured by standardized tests is one 
component of successful implementation, but there are others. The successful 
implementation of the ICC required an expectation of leadership and commitment from 
local administrators, who will be involved in the alignment process, reviewing 
instruction, and developing changes in content and instruction. Local administrators are 
expected to sustain a culture where staff values professional development and 
administrators are expected to model and support quality instruction. Administrators are 
expected to make sure staff collaborate and that student data is organized, analyzed, and 
interpreted in order to make decisions about instruction (ICC Overview, 2009, pp. 
10-11). 
The ICC has offered strands in literacy, mathematics, science, and social 
studies-traditional core areas. What makes the ICC unique and innovative is its focus on 
"21 st Century Skills." There are various descriptions of 21st Century Skills; the Iowa 
model is based on five skills needed for students to be productive citizens in a global era 
established by the Iowa Legislature: employability skills, financial literacy, health 
literacy, technology literacy, and civic literacy. The focus on the ICC does not excuse 
Iowa schools from meeting the proficiency requirements ofNCLB. The ICC does 
provide a curriculum and a philosophy of improving instructional practices that, when 
fully implemented, will allow Iowa schools to more easily achieve the proficiency 
requirements ofNCLB (ICC Overview, 2009, p. 8, 9). 
The purpose of this study was to learn what a school district's stakeholders know 
about the proficiency requirements ofNCLB (2001) and discover the stakeholders' 
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current perceptions of the district's recent success at meeting these requirements. As well, 
this study explores what interventions are being implemented to meet the proficiency 
requirements ofNCLB and how these specific interventions are affecting the district's 
comprehensive high school. 
In an effort to avoid being discerned as a school in need of assistance, schools and 
school districts have implemented a variety of programs designed to help students be 
successful on the standardized tests designated to measure proficiency. Though many 
school organizations have implemented programs to meet proficiency requirements, 
however, what if anything did the districts' stakeholders actually even know about the 
proficiency requirements of NCLB? How successful did stakeholders perceive their high 
school had been in regards to meeting these proficiency requirements ofNCLB (2001)? 
Finally, did the interventions compromise the comprehensiveness of the stakeholders ' 
high school and was the success of the interventions a fair trade-off in the minds of the 
stakeholders? 
Since the publication of the Cardinal Principles ( 1918), the American 
comprehensive high school has withstood a variety of educational reform efforts 
including, but not limited to, reform efforts initiated following the publication of Why 
Johnny Can 't Read (1954); reform efforts established after the launching of Sputnik to 
improve math, science, and technology in our schools; reform efforts established after the 
awareness created by A Nation at Risk (1983); and the most current reform effort, NCLB 
(2001 ). Educational American Quarterly (Raywid, 1997) devoted an entire supplement to 
provide researchers the opportunity to submit and promote options to the American 
comprehensive high school. Raywid admitted surprise at the absence of any real 
alternatives to the comprehensive high school submitted by the experts. Her final 
questions even provided a testimonial to the current comprehensive high school model. 
"Is it that few think the comprehensive high school needs to be replaced, and/or that it 
should be replaced? Or is it that none of these models-nothing that's appeared to 
date-appears a truly desirable alternative?" (p. 542). 
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Having persisted through the various educational reform efforts and 
transformations, the comprehensive high school has remained the prevalent model for 
secondary education in America. As Wraga (1999) proclaimed, "What will replace the 
comprehensive high school? The comprehensive high school" (p. 302). Nevertheless, 
NCLB 's (2001) proficiency requirements and emphasis on only the subjects of math, 
science, and reading has presented yet another challenge to the comprehensive high 
school. The emphasis on core subjects has led to a concession for the vocational subjects 
(Finn & Ravitch, 2007; NCES, 2007) and is condensing the heart of the comprehensive 
high school. 
NCLB (2001) is making this challenge without a lot of public support. Newport 
(2009) concluded that "there is no consensus among either the entire American adult 
population or parents of school-aged children that the landmark education act has 
improved the quality of education received by school-aged children in the U .s'' (p. 4). In 
2004, the Opinion Research Corporation concluded that parents of students ranging from 
kindergarten through twelfth grade would prefer funds go to decreasing class size 
opposed to implementing NCLB. 
Despite additional research that suggests that gender, race, and other variables 
might compromise the value of scientific-based research in education (Gallagher, 2006; 
Lincoln & Cannella, 2004), NCLB (2001) lauds the notion of scientific-based research 
and utilizes an accountability system based only on a single quantitative assessment. 
48 
Finally, there is growing evidence that rather than improving the quality of 
education in America, the NCLB's (2001) emphasis on accountability through test scores 
is leading to decreased student engagement (Certo et al., 2008) and to students becoming 
so disillusioned with school that rather than conform to the proficiency requirements of 
NCLB, they are dropping out of school (Alexander et al., 2001; Griffin, 2002, as cited in 
Christle et al. , 2007, p. 333; McNeil et al., 2008). 
This study asks if the nation's commitment to NCLB (2001) and the requirement 
of all students testing proficient in math, science, and reading by 2014 has contributed to 
the demise of the comprehensive high school. The research in this chapter indicates it 
has, despite the notion that the foundation of our country's democracy is linked to the 
comprehensive high school: 
The underlying idea of the comprehensive high school is worth preservation, 
analyzing, revising, and extending. The idea is to educate all adolescents, 
regardless of their eventual occupations, for life in a democratic society. We 
may- and I argue that we should- provide different courses to meet different 
needs and interests, but we should also bring students from different programs 
together in student government and in a wide range of extracurricular activities. In 
some cities, we provide magnet schools or schools that serve particular 
occupational interests, but this practice overlooks the importance of encouraging 
students with widely varying interests and talents to work together in governing 
their school, launching projects, and developing attitudes toward the healthy use 
of leisure time. And in doing so, we overlook the central idea of democracy as a 
mode of associated living. (Noddings, 2008, p. 37) 
CHAPTER3 
DESIGN OF THE STUDY 
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In 2002, the legislation No Child Left Behind (NCLB; 2001) was signed into law 
by President George W. Bush. The law was intended to ensure that every American child 
could read and do math at grade level by 2014. An important piece ofNCLB has been 
accountability and student achievement as measured by standardized tests. This practice 
of measuring student achievement solely on one assessment may fall short of an accurate 
description of the endeavor of American schools, and there have been some unintended 
consequences on American education from the NCLB legislation. It will take some 
investigation to expose what stakeholders know about NCLB and to understand how 
stakeholders perceive how their own high school has achieved. As well, inquiry can help 
determine if stakeholders have considered the unintended consequences ofNCLB. 
The following research questions guided this case study: 
1 . What do stakeholders currently know about the proficiency requirements of 
No Child Left Behind? 
2. How successful do stakeholders perceive their high school to be in regards to 
meeting the proficiency requirements of No Child Left Behind? 
3. What impact have stakeholders perceived the proficiency requirements of No 
Child Left Behind in math, science, and reading have had on the 
comprehensive high school? 
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Gage ( 1989) provided a thoughtful position about inquiry that was helpful for a 
researcher who initially wondered if a method should be decided by the researcher or by 
the committee: 
The answer to the future lies with us, with you. What you do in the years ahead 
will determine whether the wars continue, until one paradigm grinds the others 
into dust ... I feel that I should remember that the payoff inheres in what happens 
to the children, the students. That is our end concern. It is up to us to decide which 
history of research on teaching since 1989 will be the true one. (p. 10) 
It has been decided that qualitative methods work best for the research questions 
and that specifically case study methodology is appropriate. Eisner ( 1998) talked about 
qualitative research as "educational criticism" (p. 34). He believed that, with training, 
educational critics could make "common appraisals and interpretations" (p. 34). Eisner, 
however, praised the educational critics for their astute observations and interpretations 
and hinted that "prespecifications" quelled the qualitative researcher' s opportunity to 
share some unique insights. He rebuked "uniformity and standardization" (p. 34) for 
educational research in favor of the qualitative researcher's personal insight: 
Educational critics must provide evidence and reasons. But they reject the 
assumption that unique interpretation is a conceptual liability in understanding, 
and they see the insights secured from multiple views as more attractive than the 
comforts provided by a belief in a single right one. (p. 35) 
Gallagher (2006) endorses qualitative research in education with her explanation 
of "no theory free knowledge" (p. 98) and "absolute objectivity" (p. 104). In her response 
to Kaufman and Sasso, she further justifies qualitative research for this study involving 
humans in education when she says, "To point out that research procedures are human 
constructions is to state the obvious, fervent beliefs to the contrary notwithstanding" (p. 
98). Gallagher seemed to be saying that though the federal government of the United 
States has adopted a policy that measures student achievement according to a snapshot 
score decided by one quantitative assessment, qualitative research may be the better 
method for research involving humans in education. 
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Two studies-EPE Research Center (2004) and Newport (2009)-previously 
cited in this paper were both compiled through the use of survey instruments. The 
usefulness of the data compiled by these surveys was limited to backgrounds and 
experiences of the participants. As Wagner (2008) pointed out," ... most ofus who are 
parents often don't follow the new education reform laws and don't have many 
opportunities to talk to either educators or business leaders about education issues" (p. 
xiii). Many of the participants in the EPE (2004) study were parents of students in 
kindergarten through eighth grade. These participants are the future beneficiaries of the 
current study of the affect NCLB (2001) has on the comprehensive high school, but their 
responses provide little insight to specific problems confronted by stakeholders in a high 
school. The participants in the Gallup Poll cited by Newport (2009) were "Americans 
eighteen and older" and contacted by phone (p. 4). Many participants in the poll did not 
have high school children, let alone have any experience with a high school in the 
community or federal guidelines for proficiency. 
A third study cited in this paper (Certo et al., 2008) included interviews with 
students in Virginia three years after the state had implemented state standards of 
learning. The study was conducted through face-to-face interviews with the students. 
Students were the only stakeholders that were included, however, and the purpose of that 
study was to determine the students' level of engagement once teachers began instruction 
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based on the standards. The Virginia study did not speak to the participants' knowledge 
and perceptions ofNCLB (2001). As well, the participants in the Virginia study came 
from seven different high schools in Virginia, none of which were described as a school 
in need of assistance (p. 30). 
The purpose of this case study was to learn what an individual high school ' s 
stakeholders know about the proficiency requirements ofNCLB (2001), discover the 
stakeholders' perceptions of the district's success at meeting these requirements, and 
discuss interventions and the results of those interventions on the comprehensive high 
school. The purpose of the case study requires the researcher to gather data about what 
the participants know and what they perceive. Due to the "human construction" 
(Gallagher, 2006, p. 98) of this case study, a survey instrument would not allow the depth 
of relationship necessary to gather data about knowledge and perception and make the 
necessary interpretations about the meaning of the data. 
Among the six features of qualitative study listed by Eisner (1998) were "field 
focused" (p. 32) and "self as an instrument" (p. 33). "Field focused" refers to the setting 
where the research takes place; in the instance of this case study, the researcher planned 
to meet the participants in their community usually on the premises of Pullman High 
School. Eisner (1998) goes on to describe "self as an instrument": 
As I have intimated in the foregoing, each person's history and hence world, is 
unlike anyone else ' s. This means that the way in which we see and respond to a 
situation, and how we interpret what we see, will bear our own signature. This 
unique signature is not a liability but a way of providing individual insight into a 
situation. (p. 35) 
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Another of Eisner's (1998) six features of qualitative research was the use of 
"expressive language." (p. 36). This examination of how NCLB (2001) has impacted the 
comprehensive high school will feature at a minimum these three features described by 
Eisner (1998). In addition, Bogdan and Biklen (2007) list analyzing data inductively (p. 
6) and being concerned with participant's perspectives as characteristics of qualitative 
research (p. 7). It is planned that the usefulness of this case study will emerge as the 
stories are told, and that the understanding will be based on the perspectives of those 
telling the stories. Hence, the researcher will be required to conduct the ethnography 
technique of semi-structured interview in order to accurately depict the participants' 
knowledge and perceptions of the proficiency requirements ofNCLB, the success of their 
high school, and the result of the various interventions. 
Methodology 
Eisner ( 1998) wrote that direct observation was the "richest vein of information" 
(p. 182) for the qualitative researcher. Second to observation, according to Eisner, is "the 
use of interview" (p. 183). "We need to listen to what people have to say about their 
activities, their feelings, their lives. It is surprising how much people are willing to say to 
those whom they believe are really willing to listen" (p. 183). Once one has considered 
the interview as a strategy for gathering data, there is still the question of structured, 
unstructured, and group interviews to consider. Fontana and Frey (1994) define a 
structured interview: 
Structured interviewing refers to a situation in which an interviewer asks each 
respondent a series of pre-established questions with a limited set of response 
categories. There is generally little room for variation in response except where an 
infrequent open-ended question may be used. (p. 363) 
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This case study seeks to learn what an individual high school's stakeholders know 
about the proficiency requirements ofNCLB (2001), to understand the stakeholders ' 
current perceptions of the district' s success at meeting these requirements, and to discuss 
interventions incorporated to meet the proficiency requirements of NCLB and the impact 
of those interventions on the comprehensive high school. After considering many 
approaches (participant observation, observation, survey, and a mixed method) for 
learning the stakeholders' knowledge and perceptions of the proficiency requirements of 
NCLB, it was decided that the most straightforward and efficient method of gathering the 
necessary data was through an emerging methodology beginning with face-to-face 
individual interviews with the stakeholders. The success of this case study relies on the 
researcher to be able to develop quality rapport with the respondents potentially in a 
variety of settings. Some of the qualities of the unstructured interview as explained by 
Fontana and Frey (1994) can be employed: "Unstructured interviewing provides a greater 
breadth than the other types, given its qualitative nature" (p. 365). The authors cited 
Lofland' s (1971) work when pointing out the similarity of unstructured interviewing 
(also called in-depth and ethnographic interviewing) to participant observation. The most 
noteworthy features of the unstructured interview compared to other types of interviews 
(structured, group) delineated by Fontana and Frey (pp. 363-364) are the open-ended 
questions and the opportunity to meet with the participants face-to-face and individually. 
These qualities of the unstructured interview are best suited for learning of the 
participants' knowledge and perceptions. After consideration of the various interview 
strategies, it was decided to use a semi-structured interview strategy in that most 
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interviews were scheduled and a set of interview questions were utilized, and 
unstructured in that the questions will nearly all be open-ended, and there is the potential 
that data will be gathered through unscheduled conversations in various settings. 
Participants 
In preparation for this case study, it was decided that a comprehensive high school 
that had been named a school in need of assistance (SINA) would be the best location to 
find stakeholders knowledgeable about the proficiency requirements ofNCLB (2001) and 
who may have perceptions about those requirements. Stakeholders from a school on the 
SINA list may have the most experience and knowledge about the unintended 
consequences of NCLB. Finally, a list of schools named as schools in need of assistance 
from the State Report Card for No Child Left Behind, 2008-2009 (2009) revealed 43 
Iowa high schools listed as SINA for the 2008-2009 school year. Six of those are 
classified in the next to largest class, 3A, designated by the Iowa High School Athletic 
Association. Thirty-seven of the schools on the 2008-2009 SINA list of Iowa schools are 
among the 48 largest schools in Iowa. To understand why the largest schools in Iowa are 
prominent on the list may be the purpose of another study. For this case study, it was 
decided to explore the knowledge and perceptions of the stakeholders in a smaller 
environment as being on the list put this school in the minority when compared to schools 
of its size. Stakeholders in a smaller environment with fewer course offerings quite 
possibly would have experienced the effects of any unintended consequences of NCLB 
sooner than in a larger school. In addition the researcher considered schools that were in 
a reasonable geographic distance from where the researcher lived. 
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Pullman, Iowa (a pseudonym) is a community of 7,600 residents in Central Iowa 
located twenty-five minutes from Des Moines; the median income is $48,801 per year 
(muninetguide.com). Pullman's origins go back to the expansion of the railroad across 
the Midwest and the West. An early founder of Pullman convinced the railroad to build 
on his land and the town was begun; the Milwaukee Railroad was originally the largest 
employer in Pullman. The railroad made Pullman an important hub for shipping 
agriculture products and eventually other business endeavors emerged; perhaps the most 
prominent of these enterprises was the pork processing plant that was built around 1962. 
Originally owned by Iowa Pork Producers, the plant has also been managed by Oscar 
Meyer, Iowa Beef Producers (IBP) and currently is owned by Tyson Foods. The pork-
processing plant is the largest employer in Pullman and has contributed to the unique 
diversity of the city ' s population. 
A lot of the houses in Pullman are ranch style homes that appeared to have been 
built in the late sixties and through the seventies. The city maintains three city parks and 
a community center. Pullman has its own police force, volunteer fire fighters, a hospital, 
and an active parks and recreation department that provides a number of opportunities for 
residents in activities that range from adult learning to a variety of recreational activities. 
A walk down Willis Street reveals visible signs of the community's attempt to preserve 
its history including a display with an authentic railroad caboose and the Hotel Newport 
which was renovated by former resident and has been a popular spot for tourists because 
of its historic exterior appearance and the many theme rooms available for overnight 
visitors. 
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Pullman has demonstrated rapid growth since the 2000 census increasing over 
25% in population . It has been noted that much of this growth has been due to an influx 
of Hispanic families, many that are employed at the pork processing plant owned by 
Tyson Foods. As mentioned, the processing plant has had various owners throughout the 
years. With each ownership change came an adjustment in management practices. When 
IBP purchased the plant in 1989, wages were reduced and many of the workers under the 
previous employers refused to work for such low wages. IBP had other plants in Texas 
and California and employees, almost exclusively Hispanic, were given the opportunity 
to move to Iowa to work. Over the past 20 years, many Iowa communities have 
experienced this sudden influx of a diverse population, called Rapid Ethnic 
Diversification, into their community in much the same way, mainly due to changes in 
the livestock and processing industry. 
Pullman, like most Iowa towns is proud of its schools; three attendance centers 
serve 1,894 students. Pullman High School is a 3A high school housing four grades, 9th, 
10th, 11th, and 12th, with a total enrollment of approximately 575 students. The high 
school has three administrators including a principal, an assistant principal, an activities 
director, two counselors and 41 full time teachers and one half-time teacher. The 
teaching staff has grown by nine teachers since the 1999-2000 school year. A break 
down of the teaching staff reflects the comprehensiveness of Pullman High School: 
Sixteen core teachers, six special education teachers, five vocational teachers, three and 
one-half English as a second language teachers, three foreign language teachers, two at 
risk teachers, two physical education teachers, one art teacher, a media specialist, a 
chorus teacher, and a band teacher. In addition to the academic classes, Pullman High 
Schools offers a variety of extra-curricular activities including clubs, sports teams and 
opportunities to participate in speech and music. 
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Pullman High School is a modem, single story structure with a brick exterior that, 
with baseball and softball fields to the north, the stadium across the street to the west, and 
Pullman Middle School to the immediate south, covers about 80 acres in the eastern part 
of town. The entrance of Pullman High School is guarded by four pillars decorated with 
light blue tile providing a modem looking building access; a contrast to the drab, dark 
brown brick entries of some older school buildings in other Iowa towns. 
With nearly one-fourth of the population of Pullman made up by the Hispanic 
families, Pullman High School has an unusually high number of English language 
learners among its student population; 36% of the students are Hispanic while 62% of the 
students attending Pullman High School are white. Pullman High School has 51 % of its 
students on free and reduced lunch, the typical measure for socioeconomic status for a 
high school (School Matters, 2009). Pullman High School was named a school in need 
of assistance in 2008 because of not meeting proficiency requirements in math and 
reading; the school did not make sufficient improvement in 2009 in either math or 
reading to get off the list. 
According to the Pullman High School Handbook (2009), the Pullman High 
School academic schedule is broken into trimesters. For the 2009-2010 school year, 
students are required to be enrolled in five academic classes each trimester plus Physical 
Education, and they need 57 trimester credits to graduate from Pullman High School. Of 
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these 57 credits, 38 were required classes while 19 needed to be elective credits (p. 3). 
The 2009-2010 Syllabus of Course Offerings indicated that graduation requirements 
would increase to 66 trimester hours, and students would be required to be enrolled in six 
academic classes plus Physical Education for the 2010-2011 school year. Of the 66 
credits, 43 need to be earned through required courses; 23 can be elective credits. As 
well the Syllabus indicated that students that would graduate in the 2011-2012 year 
would need to be certified in CPR and students could earn elective credit for participating 
in specified activities. 
The researcher contacted the principal of Pullman High School to ask about the 
potential of visiting with various stakeholders in the district to learn what the 
stakeholders know about the proficiency requirements ofNCLB (2001), to discover the 
stakeholders' current perceptions of the district's success at meeting these requirements, 
and to discuss interventions and the results of those interventions. 
A focus interview was conducted in preparation for the interviews for this study. 
The interview was conducted by the researcher, and the participant was the middle school 
principal of a mid sized middle school in Central Iowa that had been named a school in 
need of assistance. It should be understood that the example of a middle school differs 
from that of a high school because accumulating credits for graduation is not an issue in 
middle school making variables like grade point average and elective credits as less 
critical than in the high school example. As well, the middle school in question was not a 
title one school; the school received no federal funding and would not be subject to 
federal sanctions as other schools might, lowering the stakes for this school. 
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Never the less, the focus interview was a valuable experience that exposed some 
weak questions that did not expose the middle school principal's perceptions of how 
NCLB (2001) affected the programming at the school. The current list of questions is a 
revision based on the original interview with the middle school principal. The following 
question is an example of a question that was added or revised due to the experience of 
the focus interview: 
"Is the instructional program (staff, curriculum, resources, facilities) effective?" 
"What are the most effective qualities of this program?" 
"What are the weaknesses?" 
The original list of questions did not expose the participant's perceptions of a 
quality instructional program compared to the instructional program currently at the 
middle school. This revised question did a better job of prompting the participant to 
provide useful data. Though the focus interview was quite useful for developing a better 
set of questions, it also exposed that two or more interviews with each participant could 
be necessary to ensure the integrity and the quality of the data collection. Hence, the 
researcher prepared each participant for a minimum of two interviews with the 
understanding that follow up interviews might be necessary. A prescribed set of 
questions found in Appendix A on page 135 was used for each initial interview. 
Questions for the follow up interviews were developed according to the data collected 
from the first interview and according to what the researcher's satisfaction with the initial 
gathering of data. Those questions have been included in Appendix Bon page 138. It 
was expected that as data was collected, new question would arise. As the stakeholders 
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had varying backgrounds, the researcher was prepared to differentiate the questions in the 
follow up rounds of interviews for each participant in order to gather the data each 
participant has to offer based on his/her experiences. 
The interviews were scheduled during the school day in order to best 
accommodate the stakeholders' schedules. To not inconvenience any stakeholders, 
however, interviews were scheduled individually and at a time and place convenient for 
the stakeholder. The researcher visited with a variety of stakeholders including the high 
school principal, the recently retired superintendent, the curriculum director, two school 
board members, a teacher in a core area, and a teacher of an elective class. Five students, 
including at least one Hispanic student, acted as a focus group for the project. As 
mentioned before, the interviews were of mixed structure, and the researcher understood 
the potential for gathering some data through some opportunities that may be 
unstructured. 
Once the interviews were completed, the researcher organized and interpreted the 
data to tell the story of a middle-sized high school in Iowa that has been faced with the 
challenge of being only one of the few schools in the state near its size named a school in 
need of assistance. The literature suggested a variety of methods for organizing and 
interpreting qualitative data. Bogdan and Biklen (2007) advised that the first thing to do 
after data collection was to take a break as the task of interpreting and organizing data 
can be overwhelming (p. 173). With regard to organizing multiple data sets, Bogdan and 
Biklen (2007) indicated that triangulation has been used in a variety of ways but that it 
has been defined so imprecisely that they advised against using it. "We advise against 
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using the term. It confuses more than it clarifies, intimidates more than enlightens." (p. 
116). However, they did advocate methods for coding the data; organizing it by words, 
phrases, patterns of behavior, or events that stand out. They provided a variety of coding 
methods including classifications by setting/context (p. 174), situation codes (p. 174), 
perspectives held by subjects (p. 175), process codes (p., 176), event codes (p. 177) and 
several others. Thus, organizing the data through coding was one method of interpreting 
that must be considered. 
Eisner (1998), interestingly enough, entitled a section in his methodology chapter 
"Coding, Organizing, and Codifying" (p. 186), but he never used the term "code" as he 
described how to organize and interpret the data. Instead, he talked about themes. "One 
format that is used for this purpose is the formulation of themes, those recurring 
messages construed from the events observed" (p. 189). Eisner also offered the strategies 
of organizing by events over time or picking a single day or episode that will represent 
what the researcher has seen and is conveying (p. 191 ). As one considers interpretation 
and organization, Eisner used the metaphor of "telling a story" (p. 189), referenced the 
literature terms theme and setting, and warned that the momentum of the writing not get 
lost in "detailed factual account of the events seriatim." (p. 190) 
The researcher hoped to learn through this case study if Pullman, Iowa, feels that 
the purpose ofNCLB (2001) meets the needs of this community and to understand the 
affect the legislation has had on the community 's comprehensive high school. In order to 
tell the story of how the comprehensive high school in Pullman, Iowa, has addressed the 
proficiency requirements ofNCLB. The researcher needed to meet and get to know a 
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little bit about the stakeholders. As well, the researcher needed to understand the setting 
of Pullman High School within the community of Pullman, Iowa. Once the stakeholders 
were interviewed, certain themes emerged, and the researcher interpreted the data 
through these themes. 
As the interview questions were designed to learn about the stakeholders' 
perceptions of the proficiency requirements of NCLB (2001 ), a theme that will naturally 
emerge is the potential for various definitions of student achievement. Another theme 
that could emerge from the interviews is the participants' impressions of the 
comprehensiveness of Pullman High School and the impact the proficiency requirements 
ofNCLB has on the comprehensiveness of Pullman High School. Due to the design of 
the questions, comprehensiveness, student achievement, and high stakes testing are all 
themes by which to potentially organize the data. 
Fontana and Frey (1994) explained that it may be difficult for the researcher to 
remain objective: "That is, as we treat the other as a human being, we can no longer 
remain objective, faceless interviewers, but become human beings and must disclose 
ourselves, learning about ourselves as we try to learn about the other" (p. 374). It is 
understood that, as a school administrator himself, the researcher must be aware of 
potential biases regarding the data. The researcher has 29 years of experience in public 
education. He was a classroom teacher for 16 years, served four years as an activities 
director at a large Iowa high school, and was currently beginning his ninth year as a 
building administrator. The researcher was beginning his tenure as a building 
administrator when NCLB (2001) was enacted so the test scores of his classroom 
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students weren't a matter of federal legislation when he was a classroom teacher. The 
researcher must ensure that while interpreting the data, the results determined by this 
project are derived from the knowledge and perception of the stakeholders, and not from 
other outside influences or biases of the researcher. 
The National School Boards Association (2009) has encouraged their members to 
tell their representatives in Congress that NCLB has unintended consequences that are 
"imposing far more dysfunctional and illogical implementation problems than had been 
anticipated" (14). 
CHAPTER4 
REPORTING THE DATA 
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This study asked if the nation's commitment to No Child Left Behind (NCLB; 
2001) and the requirement of all students testing proficient in math, science, and reading 
by 2014 has had an impact on the comprehensive high school. Specifically, this study 
solicited the opinions of various stakeholders to learn what they perceived to be the 
measure by which their high school is judged and the perceived success of their high 
school by that and other measures. Finally, stakeholders were asked to share their 
perceptions of how NCLB has affected the comprehensiveness of their high school. 
The Stakeholders 
The primary contact at Pullman High School was the principal of Pullman High 
School, Archie Nelson. The researcher contacted Mr. Nelson by phone and bye mail to 
explain the project and to see if the Pullman School District would allow the researcher 
the opportunity to contact and interview stakeholders to collect data for the project. As 
well, Mr. Nelson agreed to provide a list of potential stakeholders to contact. As the 
principal at Pullman High School, it was important to include Mr. Nelson as one of the 
stakeholders and to interview him to understand his perceptions of how NCLB had 
impacted Pullman High School. 
Mr. Nelson is an Iowa native who has over 20 years in public education. Like 
many Iowa educators, he did his undergrad work at one of the NCAA Division III 
schools in the Iowa Intercollegiate Athletic Conference. His first teaching job was 
teaching Social Studies in his hometown. Later he became the high school athletic 
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director and with that position managing the high school's athletic activities, he 
embarked upon his journey in administration. His first experience in building 
administration was as the associate principal at Pullman High School. After two years as 
the associate principal, he was hired as the head principal of Pullman High School and 
has served in the capacity for the past 13 years. 
The current superintendent of the Pullman Community School District is Marge 
Foster. Marge wasn't completely comfortable visiting with me because at the time of her 
interview, she was completing her first year with the District, and she was concerned that 
she might not know enough about the district to provide useful data for the project. 
Marge began her career in education as a special education teacher. She taught special 
education in two different districts; the second district especially provided her with 
valuable experience working with minority students and working in a district with a large 
minority population. While working as a special education teacher in this second district, 
she completed work on her master's degree in learning disabilities. Later she completed 
the requirements for being an elementary principal and subsequently secured a principal 's 
position supervising two rural elementary buildings in Eastern Iowa. Next, she moved to 
Central Iowa as a middle school principal; in all, she served two districts for 16 years as 
an elementary and middle school principal. Her first superintendent's position was in 
Southeast Iowa. The community didn't have an overwhelming diverse population; 
however, a contiguous community did, and it was her experience of working close to a 
diverse population in Southeast Iowa, and the understanding she gained working directly 
with a diverse population as a special education teacher that made her attractive to the 
Pullman Community. 
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George McGuire retired from the Pullman School District following the 2009-10 
school year after serving nine years as the superintendent for the district. His career 
spanned 33 years, all in Iowa, and he served in seven school districts moving to various 
geographical areas around the state with each different position. He had accumulated 16 
years of superintendent experience in three districts prior to accepting the position at 
Pullman. Before Dr. McGuire was a superintendent, he served in several capacities for 
the different school districts including building principal, athletic director, language arts 
teacher, and he coached several varsity and junior varsity sports. Though he retired 
following the 2008-09 school year, he was serving as an interim superintendent for a 
school district whose superintendent retired in the middle of the 2009-10 school year 
when we met. Following the stint as the interim superintendent, he asserted that he 
would be retiring from education for good. 
The associate superintendent for the Pullman School District, Kirk Anderson, was 
in his last year of working for the community of Pullman when the interviews were 
conducted. At the time of our visits, he had recently secured what would be his first head 
superintendent position in a nearby district that was slightly smaller than Pullman. Kirk 
graduated from one of the state universities with a major in secondary English. For three 
years he was an eighth grade English teacher. When his curriculum director moved to 
another district to be a superintendent, she encouraged Kirk to go with her and take a 
position in the new district as the curriculum director; thus, after only three years in the 
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classroom, Kirk began his career as a school administrator. After four years in that 
district, Kirk moved to the Pullman District to serve in the position of Director of 
Curriculum and Instruction. Two years ago his title was changed to associate 
superintendent, and, at a very young age in comparison to most of his peers, he will lead 
a district of his own next school year. 
Marcia Brown was completing her thirtieth year of teaching Business when the 
interviews were conducted. She taught nine years at various, smaller districts mostly in 
Central Iowa; she was completing her 21st year at Pullman. She has taught a variety of 
Business Department courses. The current semester her schedule included sections of 
accounting, advanced accounting, some beginning computer classes and introduction to 
technology class. 
The data collection included one Social Studies teacher, Mike Murphy. Mike 
attended college in Kansas, and his first full time job was in the medical supply field in 
Des Moines. At some point he tired of his job and enrolled in a Master' s in Education 
program at Drake University; the course of study allowed him to earn his teaching 
certificate and his Master's Degree within the same program. His first teaching 
experience was actually at a youth center in Kansas working with youth who were 
incarcerated by the judicial system; Mike referred to the facility as a "prison." He moved 
to Pullman to teach Social Studies in 1998 and has been there ever since. Mr. Murphy is 
also referred to as Coach Murphy as he is the district's head boys ' soccer coach. In 
addition to his coaching duties, he is a certified CRISS trainer (Creating Independence 
through Student Strategies) and he is the head of the high school Social Studies 
Department at Pullman High School. His schedule has included most of the Social 
Studies classes offered by the district including American History and Government; he 
also mentioned that next year he would be teaching a class called English as a Second 
Language (ESL) American History and ESL Government. 
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The Pullman School District is governed by a five person school board. Two of 
the Board members agreed to be interviewed. One, Betty Johnson, was a graduate of 
Pullman High School, along with her husband, and they have resided there most of their 
lives. After high school, Betty studied to be a nurse in Minnesota; her husband served 
time in the Marines. They lived briefly in California but decided that the West Coast was 
not the place to raise children so they found themselves back in Pullman and both of their 
children graduated from Pullman. In addition to her work in the medical field, Betty has 
remained active in Pullman believing that volunteering and participation on betterment 
groups contributed to a better community. She was starting her third term as a school 
board member, her seventh year, and she was considering running again to support the 
new superintendent. In addition to her service on the school board, she was a member of 
the Rotary Club, on the board of her church, and participated the Pullman Leadership 
Project and the Empowerment initiative. Empowerment combined the efforts of the state 
with local health officials in an effort to improve early childhood education in the area. 
The other school board member, Adam Carson, graduated from Pullman High 
School as well and was a life long resident of Pullman except for four years when he left 
town to attend college and earn a degree in business. Upon finishing college, Adam 
returned to Pullman to help manage the family business with his father and his brother. 
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As it is in the best interest of the family and the business that Pullman remain a thriving, 
vibrant community, the family members all looked for places to volunteer and contribute 
to the community. Adam has two boys who attend school in the Pullman School District 
and Adam's wife was employed as a school counselor in another district. Her interest in 
education and his boys' educational experience in Pullman influenced Adam's choice for 
making the Pullman School Board the channel to where he could contribute back to the 
community. 
In addition to Adam Carson, two parents who were not school board members 
were interviewed for this project. Cindy Smith has four children. One has graduated 
from Pullman High School and is attending college in the Midwest. The other three are 
still in school, and her youngest has special needs. She is a graduate of Pullman High 
School and occasionally substitute teaches in the district. Javier Rodriguez is a Hispanic 
immigrant from Guatemala. He had two boys that attended Pullman High School 
Data collection included a focus group of five students. Tom Buck was a senior 
who played high school soccer and football. His hopes were to attend college in Iowa 
and possibly continue with one of his sports activities. Juan Perez represented the 
Hispanic students during the student focus group interviews. It was clear that he was 
friends with all the students but he was especially proud of his relationship with Tom 
who had become proficient enough in Spanish to carry on fluent conversations with 
Juan ' s parents who spoke only Spanish. Juan intended to attend junior college and seek a 
career in criminal justice. 
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Patty Keller was a senior who participated on the high school girls' soccer team. 
She too hoped to attend a four year college in Iowa but was unsure of her choice of 
majors at the time of the interviews. 
One underclassman participated in the student focus group discussions. Kym 
Jones was an avid reader with a variety of interests. At the time of the interviews she 
expressed excitement for participating in a political campaigns that would have 
implications statewide and even on a national level. Kym had plans to attend college 
outside of Iowa when she graduated. 
Joe McKay was a senior who had enjoyed success in high school basketball and 
participated in high school baseball as well. He had been recognized on all conference 
teams and earned academic all conference honors as well. He was planning to attend 
college in Iowa and was considering participating in college athletics. 
Research Question 1 
What do stakeholders currently know about the proficiency requirements of No Child 
Left Behind? 
The stakeholders most knowledgeable about the proficiency requirements of 
NCLB (2001) were the school administrators. All four astutely discussed the importance 
of the Iowa Tests of Educational Development (ITEDS) and cited the level for 
proficiency as the 41 st percentile. The Central Office administrators, former 
superintendent Dr. McGuire, current superintendent Mrs. Foster, and curriculum director 
Kirk Anderson spoke generally about Pullman High School's efforts to meet the 
proficiency requirements of NCLB. Archie Nelson elaborated a bit on the historical 
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perspective of how the Pullman High School had attempted to address the mandate of all 
students proficient by the year 2014. When he spoke of the high school's effort to 
comply with NCLB when it was first adopted seven or eight years ago, he spoke of a 
joint effort between staff and administration. "We didn't feel like we were getting a very 
good effort out of the kids, so a lot of our aims at that point were incentives. We felt like 
after that first year, we had a baseline, and then we made a tremendous jump. We felt 
like we got a pretty good effort out of kids." 
Mr. Nelson went on to explain that though the administration and staff felt that 
students had improved their effort on the ITEDS, eventually scores leveled off again. At 
that point, it really hit the adults that they needed to change their focus to concentrate on 
instruction and really zone in on the students who weren't testing proficient. Pullman's 
strategy was not unique; Gibson Elementary School, the Clark County School District in 
Las Vegas, Nevada used similar strategies for increasing student achievement: 
School officials attributed achievement to the personal attention they give to 
their 500 students. Reading skills are tested at the beginning of the school year. 
Those who are "below benchmark" are given extra reading instruction. ~25 
Gibson's principal, Lisa Medina, echoed the importance of working together and 
focusing on instruction. "We have cultivated a positive climate," said Medina. "We 
retain and sustain a positive energy in our building with a focus on teaching and learning 
and doing what's best for kids" ~26. 
Mr. Nelson shared how positive energy manifested at Pullman High School and 
how some staff sacrificed to do what they believed was best for kids: 
A typical schedule was an eight period day, teachers would teach six out of 
eight periods, supervise a study hall and have a prep period. Now my math 
teachers are all teaching seven periods, but don't supervise a study hall. So, 
they are telling me, 'Get us out of those study halls, give us time with the kids 
that need it and we will go from there.' What that has meant is some of our 
upper level classes, because we had to block Algebra classes, Trig, Math 
Analysis, they have more kids in them now. The other thing was putting our 
best teachers with our lowest level kids. 
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The principal went on to explain that traditionally the most experienced teachers 
often became the most skilled and earned the right to teach upper level courses. At 
Pullman High School, these highly talented teachers had agreed to give up the prestigious 
upper level teaching assignments in an effort to match the highest quality teacher with the 
lowest achieving students. 
Gibson's efforts allowed that school to make adequate yearly progress for eight 
consecutive years (,J24). Pullman High School's experience was different. Despite 
utilizing strategies that had been proven in other districts for meeting the proficiency 
requirements ofNCLB (2001), and the combined efforts of staff and administration to 
motivate and prepare students for success on the ITEDS, Pullman High School was 
named a school in need of assistance in 2008. 
Though the school administrators were well versed on the proficiency 
requirements ofNCLB (2001), most of the other stakeholders did not specifically 
mention the forty-first percentile as the level for proficiency. When asked, "Do you 
know what I'm talking about when I talk about the proficiency requirements for NCLB?" 
this is how one school board member responded. 
"Somewhat, I went through it some. I'm not going to be real specific on it." 
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Another school board member said, "I have trouble saying everybody is going to 
reach a certain percentile. I'm more interested in progress. Students are different, and 
they all learn differently." 
Teacher Marcia Brown replied to the same question. "Just the standardized ones 
that we always talk about. They (the students) should be proficient in Math and English 
and reading skills, have a certain level of proficiency, and also show growth." Responses 
like this were typical among all of the stakeholders who were not school administrators. 
There was a general understanding that there were proficiency requirements and that the 
ITED's measured how well Pullman High School was meeting those requirements. All 
of the stakeholders expressed an understanding of the importance of the ITED's in this 
regard. 
Howell (2006) addressed parents' knowledge of the legislation in his study that 
gathered data about the effectiveness of the school choice options included in NCLB 
(2001). 
The survey data suggest that parents' general awareness of the Act is not the 
problem. Overall, parents appear well informed about NCLB's existence; 
moreover, parents whose children attend underperforming schools, and 
hence qualify for public school choice and supplemental services, consistently 
register higher levels of awareness than parents whose children attend higher 
performing schools. (pp. 157,158) 
Pullman High School parent Cindy Smith's perceptions supported Howell ' s 
(2006) observations. Smith didn't specifically state the forty-first percentile as the 
proficiency requirement ofNCLB (2001). However, she acknowledged that Pullman had 
not met the proficiency requirements of NCLB and even cited programs that had been 
added to improve test scores like Second Chance Reading and block classes in Algebra. 
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It was never divulged if Smith understood the school choice options provided by NCLB. 
It was clear that she did not blame Pullman High School for being a school in need of 
assistance, and she had no intention of moving her children from the community or the 
high school. "I'm ok with it. It is what it is. Whether we were labeled that or not, I don't 
believe that you fault the school." 
A very insightful response was provided by student Joe McKay. Joe turned the 
tables on the researcher a bit when he said, "Isn' t it true that since the results of the 
ITEDS are based on a percentile, it is impossible for everyone to score above the forty-
first percentile and in that case there will always be losers, (in regards to the proficiency 
requirements ofNCLB (2001)?" I told Joe that I was impressed with his knowledge of 
NCLB and almost accused him of doing some research about NCLB prior to our 
interview. Joe explained his knowledge of the legislation came mostly from hearing his 
dad talk about the NCLB; he went on to say that his dad liked to stay involved and stayed 
abreast of educational issues and other community affairs. 
The majority of the students in the focus group were nebulous in disclosing what 
they really knew about NCLB (2001). The discussion revealed that though students were 
aware that teachers and administrators put a great deal of emphasis on the ITEDS, the 
students did not express a clear understanding of what the ITED scores meant to their 
school. Joe McKay summed it up. "Most of the students have no idea what NCLB is. 
You have to get 41 % on the ITEDS and most students have no idea what that is. Some 
students are like this isn't affecting my grade in any class so they don't try and don't care 
and don't understand the point." Joe's comments were surprisingly similar to those of 
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Curtis Washington, a math teacher at a high-performing high school quoted by Posnick-
Goodwin (2009): 
Washington served on the state's High School Exit Exam Committee and its 
High School Restructuring Committee. As a math teacher at a high-
performing high school, he has seen cases where students bubble in the 
answers without reading the questions or "make pretty faces with the 
bubbles" because they don't care about the results, since scores are not 
reflected on their report card grades. When that happens, they do not 
accurately reflect what students know." (1 12) 
Research Question 2 
How successful do stakeholders perceive their high school to be in regards to meeting the 
proficiency requirements of No Child Left Behind? 
"Oh my god, they've tried, related parent Cindy Smith when asked about Pullman 
High School's success at meeting the proficiency requirements ofNCLB (2001). Cindy 
and everyone in Pullman, it seemed, knew that Pullman was losing the NCLB proficiency 
requirement battle, but she was supportive of the district's efforts. Despite the high 
school being named a school in need of assistance, she didn't blame the school. Cindy 
did allude to the Hispanic population of Pullman and challenges the non English speaking 
population has presented. 
You know we had an influx of immigrants that barely spoke English. It's been hit 
head on and the challenges have been met, but there's cultural things that are 
never going to be reached. You don't speak/share the same language with 
someone you're really reluctant to come in and expose yourself. If you' re not 
legally documented, you don't really want the interaction with anyone that you 
may perceive of being with some sort of influence or power base. 
Teacher Marcia Brown was less direct, but her response indicated that though the 
high school hadn't met the proficiency requirements ofNCLB (2001), some good had 
come out of the district's efforts. "We have a different set of students so once again, it 
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doesn't always look very good on paper. And yet, I think that we have made huge steps 
and since we have started receiving an Hispanic population and other minorities, and I 
say Hispanic because that is primarily what it is, we have had some wonderful programs 
to help these students become proficient." 
Students expressed an awareness that teaching staff and administration put a great 
deal of emphasis on the ITED's, and that the high school had failed to meet the 
proficiency requirements of NCBL (2001). However, according to Kym Jones, the 
students did not perceive that being named a school in need of assistance accurately 
reflected the quality of education offered Pullman High School. "How do you define a 
good high school, and if you define your high school as the scores and statistics related 
stuff, then we might not be ..... but if you define a high school as one that makes the 
community proud of them, I think we accomplish that." 
School board member Adam Carson, who was also a parent, acknowledged that 
the high school had fallen short of meeting the proficiency requirements of NCLB 
(2001 ), but lauded the efforts of staff and the attempts to get Pullman High School off the 
school in need of assistance list. 
When we first started into it, I think we had some troubles. It has changed 
our teaching in my view as a school board member. We thought we were off 
the list one time and then they decided to add special education into one of 
the categories and that knocked us back. It was kind of disheartening to 
teachers because they worked really hard to get off the list. It's a different 
world here in Pullman, and they need to look at that individually because you've 
got a battle that we're fighting, language barrier. 
The school choice provision in NCLB (2001) allows families whose children 
attend low performing schools the opportunity to leave the low performing school in 
favor of one performing at a higher level; none of the stakeholders interviewed for this 
project even seemed to consider the school choice provision an option. Howell (2006) 
indicated that parents who don't take advantage of the school choice options offered by 
NCLB are likely not informed: 
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Although parents with children in underperforming schools are more likely to 
know about NCLB, they are considerably less likely to know that they in fact 
attend a school that failed to make A YP. Hence, they are less likely to know that 
they in fact qualify for public school choice and supplemental services. And only 
dimly aware that they qualify for new schooling opportunities, it is little wonder 
that so few parents have taken advantage of them. (p. 158) 
Howell went on to explain that satisfaction with their child's school played an 
important role in whether parents might seek to take advantage of the school choice 
provision of NCLB (2001; p. 158). Pullman High School parents expressed satisfaction 
with Pullman High School and support for the efforts of the district at meeting the 
proficiency requirements of NCLB. 
In the case of an Hispanic parent that was one of the stakeholders, it would have 
been correct to describe him as uninformed. He had no idea what ITED's were and had 
never heard ofNCLB (2001). Yet, this parent, who had never graduated high school, 
spoke glowingly of Pullman High School and was obviously very grateful for the 
Pullman School System and the opportunities for his children. "We have a wonderful 
school in Pullman." This parent had no idea that Pullman High School did not meet state 
standards or that others in the community considered the proximate cause of Pullman 
High School's failure to meet the proficiency requirements ofNCLB was the large 
Hispanic population in the high school. All in all, whether the parent and student 
stakeholders were informed or not of the school choice provision, it didn't seem to 
matter; they all demonstrated a commitment and loyalty to the Pullman School District 
and the opportunities the District provided for the children of Pullman. 
Perceive would not be the accurate word to describe the school administrators' 
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understanding of how well Pullman High School had met the proficiency requirements of 
NCLB (2001 ); they were all well aware that Pullman High School fell short of meeting 
the state standards. Archie Nelson expressed frustration with some of the challenges the 
high school was expected to meet. 
We have a number of kids coming straight out of Mexico and San Salvador, and 
Central American countries. A year after they get here we have to throw them a 
grade level test in English. I would like to go down to the federal legislature and 
say, 'Ok, a year from now, I'm going to give you a chance to take a test in 
Portuguese and you need to be proficient,' and see where they would be. I don't 
think they know how proud I am of our kids. 
Later Mr. Nelson spoke to the stress students were putting on themselves to do 
well on the tests. "We have a kid come in here and really break down crying saying, 'I 
know this is important to the school, and I am not going to do well'." 
Assistant Superintendent Kirk Anderson felt that pressure to perform on 
standardized tests has created a focus on intervention as opposed to quality instruction. 
Sometimes I wonder if we spend too much time on those quick fixes as opposed 
to really teaching the language arts staff how to teach inference. I think we spend 
too much time on the intervention piece. If we spent more time on the classroom 
and getting the core stronger then the intervention piece would be less and 
(student achievement) would take care of itself. 
Superintendent Marge Foster shared some thoughtful perspectives on the NCLB 
(2001) legislation and what it meant for the Pullman District: 
There's some bad things but there's some good things. You know it increased 
accountability and having the local standards and having to set your own 
improvement goals and see whether you get there or not. Those aren't bad things. 
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Another good thing was it made us focus on some of the academic tasks at hand. 
Are the ways we are judged fair? Not necessarily but you know I can't make 
excuses; it's the way we are. 
"No excuses" was a common theme among the stakeholders when addressing 
Pullman High School's ability to meet the proficiency requirements ofNCLB (2001). 
Mrs. Foster mentioned it again later in the conversation. 
Well, you can make excuses all you want and say we're not a suburban school 
with thirteen or fourteen percent minority. And you know that you can't make 
excuses all the time either; you just have to say we have to take the kids where 
they 're at and do the best we can. 
Mrs. Foster later added that the Pullman School District had benefited from 
government funding for underperforming schools. The fact that the district was receiving 
funding for their failure to make A YP verified that it was clear to Mrs. Foster that 
Pullman High School was not meeting the proficiency requirements ofNCLB (2001). 
The other stakeholders, as well, were clearly informed that Pullman High School was not 
meeting the proficiency requirements ofNCLB. Furthermore, though none of the 
stakeholders wanted to point fingers , they all were acutely aware that the Hispanic 
population contributed to Pullman High School being a school in need of assistance and 
that the high number of ELL students made it challenging for the high school to get off of 
that list. 
Research Question 3 
What impact have stakeholders perceived the proficiency requirements of No Child Left 
Behind in math, science, and reading to have had on the comprehensive high school? 
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There is some concern among Career and Technical Education (CTE) that the 
emphasis NCLB (2001) places on achievement in core areas will have a negative impact 
on elective classes: 
Some have forecasted that this focus on academics will result in a reduction of 
secondary CTE programs. In some states, we are already seeing increased 
academic courses for graduation, therefore reducing the time available to students 
to take career technical courses. This falsely assumes that simply taking more 
academic courses will increase academic achievement. It also reinforces the 
unfortunate belief that students must take career technical or academic education. 
(Phelps, 2002, p. 6) 
Marcia Brown was a CTE teacher at Pullman High School. She confirmed 
Phelp' s (2002) assertion that NCLB (2001) has resulted in a reduction of classes in her 
program. 
When I think back before NCLB, I think our programs were stronger. I think as 
we have become more focused on the reading and writing, we've lost our 
importance. A lot of schools have eliminated vocational programs entirely. We 
used to have a five person department; now we're down to two. That's not just 
our department, but the other vocational programs as well. It's been a little 
frustrating for us. 
Never the less, despite the impact that NCLB (2001) has had on her content area, 
Mrs. Brown supported the effort to ensure that all students had the basic skills of Math 
and Reading measured by NCLB. "I do definitely think that if they haven't got the 
Reading and the Math skills, no matter what job they are at, it is going to be difficult for 
them." 
Mr. Nelson talked about increased academic opportunities for students who had 
tested non proficient in math, and he alluded to the effect on the comprehensive high 
school. "Students have two periods (in math) out of an eight period day. It is costing 
them an elective; we require all kids to take seven periods plus PE." When he considered 
that students were sacrificing opportunities in elective classes for more opportunities in 
Math, he admitted that he had some reservations. 
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"It bothers me. They know that, but the reality is that this is how we are being 
measured." The principal went on to explain that he knew of schools in other parts of the 
country whose whole staffs had been fired for not meeting the proficiency requirements 
ofNCLB (2001). Though intervention classes had affected students' opportunities in 
CTE programs, Mr. Nelson spoke of the quality of the Industrial Tech Department at 
Pullman High School and related a story about students who stayed in school simply to 
be part of a project called the Ultimate Mileage Competition. "They got a high school 
diploma because they hung around that department." At one point Mr. Nelson made the 
comparison that students who take an interest in some of the non core areas can be 
likened to an athlete who remained in school because of their love of sports. However, 
the bottom line was, " ... we are getting measured in reading, math, and science." 
A teacher in the core area, Mike Murphy acknowledged the potential of NCLB 
(2001) having a detrimental affect on elective courses but felt that what his home state of 
Ohio does was "light years ahead oflowa." By the time Mr. Murphy was a sophomore in 
high school, he had to make a choice between a vocational track and an academic track. 
He explained that the vocational school had required courses in American History and 
Government, so students who attended there still received an academic education. 
However, Mr. Murphy felt there were few discipline problems in the academic school 
because " ... teachers were not trying to work with kids who had absolutely no interest in 
what they were doing." The core area teacher went on to talk about a friend who 
graduated from the vocational school and within two years was making forty-five 
thousand dollars a year as a diesel mechanic. 
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One central office administrator cited his own high school experience as an 
example of the importance of CTE programming. Kirk Anderson spoke of his interest in 
woodworking that he didn't pursue in favor of participating in more academic, AP 
classes. As well, he admitted the Family and Consumer Science (FCS) classes may have 
been more benefit to him than AP Calculus. 
So I was a college prep kid and I took AP classes and all that but do I use AP 
Calculus as much as I would FCS? Probably not so I should know more about 
how to prepare food and etiquette and some of those things as opposed to 
knowing how to do derivative, but that's what you did. 
Despite his own experience, Mr. Anderson acknowledged that the proficiency 
requirements ofNCLB (2001) may have compromised the comprehensive high school. 
"Certainly there's a higher emphasis and priority on the core subjects and really it's only 
reading and math, not even science and social studies make the core according to 
NCLB." He summarized that without great leadership, it was entirely possible to get 
caught up in the concept of compliance in the areas prescribed by NCLB while ignoring 
other content areas. 
Parent Cindy Smith talked about the benefit of some CTE programs for students 
who weren't successful in core areas but seemed more at home in school in vocational 
classes. "It's wonderful for me to see these kids who are bored stiff in English and Math 
in their element; it's phenomenal for me to see them blossom and grow and be happy." 
Never the less, she felt that learning to read and meeting the proficiency requirements of 
NCLB (2001) was more important than the students' opportunity to participate in their 
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favorite elective classes. When presented with the dilemma that some students were 
pulled from their favorite vocational courses to enroll in intervention courses that would 
help the students become proficient in Math and/or Reading, this parent expressed her 
support. 
"I'm ok with that because I think that Reading is one of the things . . . if they work 
really hard, then maybe they would get the right to go do one of their gifted things." 
Students in the focus group were hesitant to agree that keeping students from 
vocational programs in order to work on improving test scores was a good thing. All of 
the students that participated in the focus group planned to attend a four-year college. 
However, Patty Keller told a story of an older student who had graduated a year or two 
earlier and who had been friends with most of the students participating in the focus 
group. This student had focused on a vocational course of study in high school and had 
attended a vocational school upon graduation from high school. Patty explained that 
though the student didn't really like school, and he wasn't interested in many of the core 
subjects, she considered him successful and a "productive citizen" because he was 
working in town in a job that "interested him and he liked." 
Patty, and all of the students, expressed support for maintaining elective classes 
and the comprehensive high school. " . .. if you don't have things like that. . . it ' s important 
to focus on things outside the core subjects or school would be pretty boring." 
Juan Perez expressed his support for elective classes and explained that when his 
friend, Tom Buck, learned Spanish, it enriched their friendship and brought them closer 
together. "He speaks Spanish all the time. He comes to my house and talks with my 
mom; she doesn ' t speak English." 
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To summarize the data in regards to research question three, the stakeholders 
understood that additional "intervention" programs had been added in an effort to 
remediate students that had not tested proficient in Math or Reading on the ITEDS. Two 
specific programs that were mentioned by the stakeholders were Second Chance Reading 
and an Algebra class taught in a block period to allow students additional time to develop 
math skills. Furthermore, the stakeholders expressed an understanding that in order for 
students to participate in the intervention programs, they would have to give up an 
elective class often in a vocational area or in an area where the student showed a 
propensity for the class or simply enjoyed the content area. Stakeholders consistently 
indicated that the basic skills of math and reading were essential and supported replacing 
elective classes with the intervention classes. 
Additional Findings 
The ability to speak with real stakeholders who were experiencing life in the 
Pullman community and school district contributed to the power of this study. Through 
the conversations and interactions that took place several themes emerged beyond the 
resolutions of the research questions. The following discussion identifies those themes as 
they emerged from the data collected. 
Accountability 
Cizek (2001) commented on a typical perception in regards to how the education 
profession has reacted to accountability. "The entire accountability movement-of which 
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testing has been the major element- has been vigorously resisted by many in the 
profession. The rationale is rational when there is a choice between being accountable 
for performance or maintaining a status quo without accountability" (p. 22). However, 
neither the teachers nor the others interviewed for this study complained about 
accountability. In fact, stakeholders acknowledged that accountability required by NCLB 
(2001) is a good thing, but they would recommend a growth model for the future. 
Darling-Hammond (2006) used the term "value added" in place of "growth model" and 
described it as "approaches that assess the progress of individual students, not changes in 
average student scores." She went on to say that utilizing average scores penalizes 
schools that serve the neediest students (p. 23). 
The two school board members both expressed some reservations about the 
snapshot measurement of student achievement that the ITEDS supplied. Betty Johnson 
said, "I have trouble that everyone is going to reach a certain percentage. Students are all 
different, and they learn differently. I have questions about how all that is measured." 
However, she indicated there were measurements that she agreed with, those that 
recognized growth as opposed to a percentile, and she expressed support for the 
accountability that NCLB (2001) was trying to establish. "It's fair that the government 
wants us to be accountable for the work that our teachers are doing." 
Board member Adam Carson concurred with Mrs. Johnson in regards to 
accountability. "They are trying to make district's accountable. I like the idea, being 
accountable for the kids you're producing." Though he supported the efforts of NCLB 
(2001), Adam admitted that he was somewhat concerned that the legislation may have led 
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to "teaching to the test." "It has changed our teaching in my view as a school board 
member. I'm not in disagreement with the program, but actually it's changed us to teach 
kids on the test. I don' t know if that's what the government wants." 
"NCLB, I don't think it's all that negative of a thing," is what Cindy Smith said. 
She continued that if staff feel they are working hard, " . .. let's put paper to the pencil and 
see what you're doing and see how you're moving kids along in the classroom. I just 
think that if it could push people into more accountability . . . teachers, parents, 
administrators, everybody . .. everyone has to give their equal share." 
Kirk Anderson's comments about accountability were pretty straight-forward: 
SINA is one of the best things that can happen; that is a weird assessment, and it 
will probably be in your dissertation. I do believe in NCLB. There are some 
things I don ' t like about it. I don't like the tests that we use; I don't like that we 
only measure one thing, the forty-first percentile and all that, but I like the idea of 
accountability. I think NCLB is a good thing. I worry about what they're going 
to do to change it because just when you're starting to feel accountable and things 
are starting to change a little bit, I'm afraid they'll come back and make it a little 
easier. 
Vocational teacher, Marcia Brown, alluded to the importance of growth as an 
appropriate measurement. "We have had some wonderful programs to help these 
students become proficient. Every year when we look at our standardized tests, even 
though they have not done as well, we can see growth, we can see improvement." 
Archie Nelson claimed that he and his staff had no problem being accountable; he 
did, however, off er some qualifications. "Measure how successful the kids are after they 
leave us. Do a five year study or a ten year study. Are they gainfully employed? Are 
they happy? Are they life long learners? I understand that we have to be accountable 
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and there has to be a way to measure that. I'd love to be measured by a growth model at 
the high school." 
First year superintendent, Marge Foster, supported the concept of a growth model 
as well. " I just think as long as we keep a growth model, we're all right. We might be at 
fourteen percent or we might be at eight percent, but as long as we keep growing, I'm 
fine with that. When you say that everyone needs to be at a certain level at a certain time, 
well that's kind of tough when you speak a different language." 
Positive Outcomes for Pullman High School from NCLB (2001) 
The review of literature for the present study addressed unintended consequences 
ofNCLB (2001) including an increase in the number of dropouts (Alexander, Entwisle, 
& Kabbani, 2001; Griffin, 2002, as cited in Christle, Jolivette, & Nelson, 2007, p. 333), 
and concerns about the quality of instruction (Certo et al., 2008). Cizek (2001), however, 
provided some balance on the question of unintended consequences when he discussed 
ten "unanticipated consequences of high stakes testing that are actually good things that 
have grown out of the increasing reliance on test data concerning student performance." 
(p. 23) One item on Cizek' s (2001) list that was supported through the stakeholder's 
perceptions was accountability. In addition to accountability, the stakeholders identified 
other positive outcomes that have occurred through the Pullman School District ' s attempt 
to comply with the proficiency requirements ofNCLB. Marcia Brown cited "the 
dialogue that has developed," as a positive outcome of the high school's attempt to 
improve student achievement. " I do think the dialogue has been good. It used to be just 
administrators and teachers were worried about students and how they were doing. Now, 
we are getting community involved, and we are getting parents more involved and as I 
said, maybe the government is a little more interested in what things are being done." 
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Cizek (2001 ), too, referenced the importance of local discussions that took place 
because of high stakes testing, though he focused more on the conversations that 
educators were having. "They then begin the arduous, time-consuming task of discussing 
among themselves the nature of the content area, the sequence and content of typical 
instruction, learner characteristics and developmental issues, cross-disciplinary 
relationships, and relevant assessment techniques" (p. 25). 
Archie Nelson confirmed Cizek's insight when asked about good things that have 
happened since NCLB (2001). 
I don't remember when I was teaching ever having the conversations that we have 
about the art of teaching, about the craft of teaching. That didn't happen in my 
opinion twenty years ago. About the curriculum ... about why a kid's not learning. 
That didn't happen I don't think. I think it happens all the time, now. You know, 
I hear teachers having those conversations. There are more conversations about 
education going on than ever. 
Another item on Cizek's (2001) list, Collection and Use oflnformation was 
identified by the stakeholders in the current study as a positive outcome of their attempts 
to meet the proficiency requirements ofNCLB (2001). Mr. Nelson said that in the past, 
"We thought we were a pretty good school because we thought we were a pretty good 
school. Now there are numbers." 
The assistant superintendent, Kirk Anderson, also spoke of the increased use of 
information since 2001. "People look at data a lot more; they know how to look at data. 
People know that the test means something, and we do something about it." Mr. 
Anderson continued that the emphasis on data wasn't intended to make anyone look bad 
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and that, in fact, the attention brought to data represented a caring attitude. "If you 
confront people about the data, teachers, administrators, or parents or anyone, they know 
that you're concerned about their kid and not only just in that respect but just in general 
about preparing them for school." 
The notion of data collection and data review was reinforced by Marge Foster. 
"We've looked at ITED scores more than we've ever looked at them before." Mrs. 
Foster pointed out that the proficiency requirements of NCLB (2001) have required 
educators to go beyond the district wide scores and the building scores; teachers and 
administrators have taken notice of individual student scores, and increased interventions, 
in an effort to raise the collective measures. "We are looking at a kid's scores and their 
data and doing more assessments because ofNCLB." 
Stakeholders were Fond of Pullman High School 
The data collection for this project was time-consuming and it required the 
researcher to spend a lot of time in and around the Pullman community and Pullman High 
School. In conversations with the stakeholders, other community members, and staff 
members from Pullman High School, it became clear that the people in and around 
Pullman were fond of the community and supported the schools. This information isn't 
especially earth shattering because if a person decided to live somewhere and made a 
community his/her home, there was a good chance that the person was comfortable and 
even enjoyed his/her surroundings. As well, it should have been noted that the 
stakeholders that participated in this project were either students at Pullman High school, 
graduates of Pullman High School, or had been employed by the school district for 
several years. One exception was Marge Foster who was in her first year as the 
superintendent of the Pullman District and had only recently moved to the community. 
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Parent Cindy Smith was a Pullman graduate as was her husband. Board members 
Adam Carson and Betty Johnson were both graduates of Pullman High School as were 
their spouses. Each had lived and worked in Pullman most of their lives. Betty and her 
husband has spent time living in California but they felt like Pullman offered a better 
education and better opportunities for their children so they moved back. 
The students had lived in Pullman most of their lives, and they provided some 
explanation as to what contributed to the optimistic feelings about Pullman and the high 
school. Kym Jones credited the quality of the kids. "I don't know how people would 
know about our schools except the way our students act and are part of the community. 
With the sports teams, I don't know, it's just the way the kids get involved in the 
community, or they way they act I think is the only way they would know." 
Joe McKay recognized the influence of the local paper. He said that stories about 
school, students, and people in and around town are always written with a positive angle 
because Pullman constitutes one community. "It' s not like we have three different high 
schools in town that are being compared." Joe indicated that the paper typically would 
focus on the interventions that were taking place due to low student achievement as 
opposed to focusing on the exact numbers that put Pullman on the list of schools in need 
of assistance thus creating a positive spin on something that may have been portrayed 
very negatively in a state-wide newspaper. 
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Others credited the skill of the high school staff for presenting the image of a 
good school. "I guess what it means to me is number one the staff that you have here. 
It's not so much the buildings. Yeah, the buildings are impressive, but I really think it's 
the people that work there," said Adam Carson. Clearly a teacher or teachers had made a 
important contribution to Adam's life because he discussed the opportunity that teachers 
have to make the impressions on people that become life long values and habits. He 
concluded, "I really feel that way pretty deeply, and that's what I feel makes a good 
school system is it's still the people." Adam's sincerity was evident at this point of the 
conversation, and one had to wonder if the teachers that he had known at Pullman High 
School had been part of the inspiration for him to give back to the educational system 
through his position on the school board. 
The same message came from Cindy Smith, though with a slightly different 
approach. She explained that she knew that though some students were less successful 
than others, it wasn't due to lack of opportunity or persistence on the part of the Pullman 
High School staff. "I think there ' s a core belief that the school can only do so much. 
When you have people that come and consistently give the same message, and it's a good 
message, and it's presented with the right heart, and consistently, it ' s rejected by the 
same people, there's only so much you can do." 
Kirk Anderson recognized the teachers as well. "I think one thing we try to do as 
an administrative team is we recognize that our teachers have to work harder than almost 
all the teachers in the state and even with that, they still achieve some pretty darn good 
results." 
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Mr. Nelson was flattered when he was told that the other stakeholders had 
supported the work being done at the high school, and he reinforced the "hard work" 
theme. "I feel like we have to work harder here. Just to break even just to get to what 
other schools are doing .... we have to work harder." Mr. Nelson went on to credit others 
in the community, and a good work ethic, for the good reputation of the school. " ... so 
it's not all the school. A lot of it is just the make up of the people in this town and I enjoy 
the blue collar aspect of it. That ' s kind of me and I think it ' s been a good fit. " 
Betty Johnson provided an explanation for the mutual support and optimism that 
characterized the Pullman community that included a historical perspective. "This 
community' s been through a lot. We once relied on the railroad for our commerce. 
When the railroad pulled out, we were able to keep people in town and employed when 
the processing plant was built." Betty went on to talk about changes in ownership and 
management at the processing plant that created different demographics in the 
community and that, with Tyson as the current manager, the community has relied on the 
influx of immigrants for the prosperity of the community. She pointed out the challenges 
the non English speaking population created for the schools, but also credited Pullman 
with the way the people have pulled together for the betterment of the community. 
Finally, Betty credited a program called "Leadership Pullman" that brought community 
leaders and future leaders together. Annually a new group of people were trained about 
how the city functioned and how various organizations within the community worked 
together for the betterment of the whole community. Leadership Pullman ensured that 
there was an ongoing development of future community leaders to plan for a successful 
future for Pullman. 
Leadership 
94 
The discussion about Leadership Pullman was one of the few direct 
characterizations about leadership through the course of the interviews. Throughout the 
discussions, it was implied that the stakeholders felt there was good leadership in the 
school, but the question was never asked if the principal and/or the superintendent were 
good leaders or did they provide good leadership. However, through their answers, one 
developed a sense that the board members were pleased with the work that current 
superintendent, Marge Foster, and high school principal, Mr. Nelson, were doing. 
According to a project commissioned by the Wallace Foundation called 
"Leadership Study: Developing Successful Principals," Davis, Darling-Hammond, 
LaPointe, and Meyerson (2005), one could evaluate any of a number of expectations of 
the high school principal to assess his leadership ability: 
Meanwhile, the role of principal has swelled to include a staggering array of 
professional tasks and competencies. Principals are expected to be educational 
visionaries, instructional and curriculum leaders, assessment experts, 
disciplinarians, community builders, public relations and communications experts, 
budget analysts, facility managers, special programs administrators, as well as 
guardians of various legal, contractual, and policy mandates and initiatives. In 
addition, principals are expected to serve the often conflicting needs and interests 
of many stakeholders, including students, parents, teachers district office officials, 
unions, and state and federal agencies. (p. 3) 
Mr. Nelson approached his responsibilities by building trust and by being open 
and honest about the challenges facing Pullman High School: 
People have got to be able to approach me on the street and ask me 
questions. The other part about that is we have to be very truthful and honest 
and say hey, here ' s our challenge. We're not going to sugar coat them. We 're 
going to be very honest and here's how we 're trying to meet those challenges. 
We'll show them the programs, and we ' ll try to explain that to them. 
As he continued, Mr. Nelson acknowledged that there are always areas for 
improvement like school spirit and test scores. He made it clear that there would be no 
excuses for the low test scores and that he and his staff would approach improving 
student achievement the way the blue collar community approaches all their tasks. 
"There's some real pride there but I also think that Pullman's kind of got that little hey 
tell us we can't do something because then we're going to show you we can." 
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Davis, Darling-Hammond, LaPointe, and Meyerson (2005) mentioned that 
principals are expected to meet the needs of a variety of stakeholders, including students. 
An important number to high school principals is the graduation rate of their students; 
Mr. Nelson expressed a strong need to maintain a high graduation rate. This led to a 
discussion about various interventions for students who are in danger of not graduating 
and the question was raised whether there should be some point where someone, maybe 
the high school principal, drew a line in the sand and said to an individual student, "You 
haven't met the qualifications for graduation from this high school." 
Mr. Nelson did not have a definitive answer to this question. He did relate a story 
of a senior in the graduating class of 2010 who had met all of the requirements of 
graduation except the final credit he needed for Physical Education (PE). The student 
had missed several classes and would be required to make up several hours of Physical 
Education in order to graduate. Many probably felt that Mr. Nelson should waive the 
requirement and graduate the student. Others likely felt that the student did not deserve 
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to graduate and probably should have been dropped from PE for skipping so many 
classes. Mr. Nelson decided to allow the student to make up the time he had missed. 
With the cooperation of several teachers, the student made up many of the hours. In fact, 
Mr. Nelson supervised the student until nine-thirty PM on the Friday night prior to 
graduation in order that the student could complete his PE requirement and graduate with 
his class. Davis et al. (2005) did not include a caring attitude as one of the responsibilities 
of the principal; however, the actions of Mr. Nelson demonstrated that he cared, and that 
certainly served him well as he led Pullman High School through the challenges of 
meeting the proficiency requirements ofNCLB (2001). 
According to one of the comments attributed to them, the board members seemed 
to understand their role as that of policy makers and not school administrators or 
teachers: 
It starts right at the superintendent and the school board to set these goals. 
Then, the teachers must achieve them, and they don't fight them at all. I think the 
school board, really, ifwe can get the board to keep their nose out of trying to 
teach kids, because that ' s not what we ' re there for. We ' re there to set the goals 
and then set policy. The people we've hired have been good people. The 
administrators we have here are very good. We've been able to keep them for 
the most part. 
There never was, through the course of the interviews, a statement that directly 
said the school district benefited from great leadership. However, the mutually friendly 
relationships and support among the stakeholders, and the board members' understanding 
of their role, implied quality, long-term leadership. Mrs. Foster was clearly a competent 
and well-received superintendent, but she had only been in the community a year. That 
was likely not enough time to facilitate the relationships that were observed. The 
leadership of Dr. George McGuire, the former superintendent, was probably most 
responsible for the efforts of the Pullman School District through the influx of 
immigrants and the challenges the school district faced in meeting A YP and the 
proficiency requirements of NCLB (2001 ). 
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In their book, School Leadership that Works, Marzano, Waters, and McNulty 
(2005) credit Waldman (1993) with organizing Deming's (1986) fourteen principles that 
pertain to organizations of all types into "five factors that define the actions of an 
effective leader" (p. 15). The five factors identified by Waldman (1993) were change 
agency, team building, continuous improvement, trust building, and eradication of short 
term goals. 
Waldman's five factors were not discussed with stakeholders during the 
interviews though evidence of all five factors could be found in the data collected. In 
fact, in one of the discussions, Dr. McGuire talked about the importance of trust while 
referencing honesty and teambuilding. 
One thing that's real important for administration to do is to develop trust with 
people. You do that by being honest with them and being straight- forward with 
them and trying to help solve problems and make good plans for the future. 
I think that's the type of culture that we have been able to establish in Pullman. 
There's challenges that will be placed in front of us. We're going to hit head on; 
we're going to tell you what's going on and how we're going to try to solve 
it. We empower people to be a part of that process whether it's teachers or 
community members. We try and involve the community in a lot of what we try 
to do as a school. Without a doubt, it's down to building that trust level and 
having relationships with people. If you 're honest with people and you can tell 
them what the situation is and how you want to try and solve it, I think you gain a 
great deal of trust and respect and just good feelings and support. 
Dr. McGuire continued that the community was aware of school decisions 
because board meetings were broadcast on the local access television station and covered 
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by the local papers. He explained that one of the most important initiatives for the 
district and the board was the process used to develop a strategic plan for the district. 
Many of the stakeholders, and other community members, collaborated to write a mission 
statement and established long term goals for the district. "I think that process really 
brought administration and our other managers and the board all together on the same 
team," he said. 
Another example of Dr. McGuire's leadership was the district's participation in 
the Lighthouse Project, a study designed by the Iowa Association of School Boards that 
compared practices at high-achieving schools to practices at low achieving schools. The 
results in that study documented the caring attitudes of educators in the Pullman School 
District and the peaceable relationships among stakeholders. 
The Comprehensive High School 
One of the first things a visitor to the Pullman School District noticed was the 
construction project taking place at the front of the property. The District is building a 
new Performing Arts Center (PAC) at a cost of four million dollars. Nearly all of the 
stakeholders were excited about the project and the potential for the facility to make 
Pullman's comprehensive high school even more comprehensive. 
Discussion about the PAC provided stakeholders the opportunity to consider the 
value of the comprehensive high school and at what cost. Nearly every stakeholder knew 
how much the facility would cost to build and almost every one of them supported the 
cost of the facility and the concept of the comprehensive high school. Kym Jones 
disagreed with the concept of two high separate high schools, one supporting a vocational 
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track and one supporting an academic track. She cited the life long consequences of 
being forced to choose one track and potentially choosing a path that was wrong for you. 
Betty Johnson felt that the courses and activities that made a school 
comprehensive were often the most interesting to the students. Marcia Brown concurred 
and added that some students stayed in high school and completed their high school 
degree for the opportunity to participate in the elective courses and extra curricular 
activities. Archie Nelson mentioned that the opportunities beyond the core curriculum 
helped build " . .. the most complete person. You stretch them academically, you stretch 
them athletically, you stretch them fine arts wise .. . as much potential as each of these kids 
have got, that's what you try to meet." 
Wraga ( 1998) emphasized that an important reason for adopting the concept of 
the comprehensive high school originally was to help assimilate a large number of 
immigrants to American culture. The group of Pullman stakeholders agreed that the 
school system and high school extra curricular activities played an important role in 
allowing the Hispanic population and the Pullman native residents many chances to 
interact and get to know each other. 
Kirk Anderson spoke of the community building a new elementary school a few 
years ago. Instead of building two elementary buildings (there had originally been four 
neighborhood elementary schools), the district built one of the largest elementary 
buildings in the state. "I'm guessing with the immigrant population coming into Pullman 
at that time it would have been very easy to have the white school and the Hispanic 
school." Furthermore, it was generally accepted among the stakeholders that a two track 
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high school system could have led to a high population of Hispanic students attending the 
vocational school making it more difficult for the two cultures to interact. 
Three stakeholders expressed varying levels of interest in exploring either 
separate high school for vocational and academic tracks, or, at the very least, exploring 
alternatives to the traditional comprehensive high school. Mike Murphy grew up in Ohio 
in a community that offered four traditional high schools and a joint vocational high 
school; students from any of the four vocational high schools who sought a more 
vocational education could attend the joint vocational high school. He indicated that with 
the vocational students gone, there were fewer problems at the academic high schools. 
Mr. Murphy did not speak to whatever problems occurred at the school with the more 
vocational curriculum. However, he did cite the example of a student he know who, 
following graduation from the vocational high school, secured a job as a diesel mechanic 
with a salary of forty-five thousand dollars while Mr. Murphy was making no money and 
paying college tuition to boot. 
A lot of the people employed by the manufacturing company that Adam Carson 
worked for might have benefited from a two track educational system. "I work for a 
manufacturer and not everybody out there is going to teach high school or do white collar 
jobs. They want to work with their hands; they want to be out in the field. If we get 
them involved more quickly, they're going to be able to choose their direction more 
quickly." 
The literature presented many compelling reasons for the comprehensive high 
school when the concept was adopted by the Cardinal Principles ( 1918). However, one 
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issue that wasn't addressed in the early literature was the cost and potential future costs 
of maintaining the comprehensive high school. 
In October of 2009, Governor Chet Culver ordered a required ten percent cut to 
the state of Iowa's budget. Hancock (2009) reported that would mean that the education 
budget for the state would be cut by three hundred and twenty-two million dollars. Yet, 
as revenues for schools decrease, the cost of the comprehensive high school increased. 
Chafin (2008) wondered why taxpayers continued to accept the costs of what may 
become "obsolete structures" (p. 64). 
After retiring from the Pullman School District, Dr. McGuire accepted the 
position of superintendent at another district on a short term basis for the second semester 
of the 2009-10 school year. The position offered him the perspective of a new district 
and as a long time superintendent, he understood the financial burdens of public schools. 
He favored alternatives to the comprehensive high school: 
Yeah, I think the time is now because we 're seeing a lot of careers that the 
training that would be best for some students may not involve going to a four year 
college. I think we're spending money over and over again to try and make 
everybody the same type of high school. I would rather see a focus a little bit 
more on regional learning centers and give the students opportunities to go to 
different types of schools. 
One additional stakeholder who had expressed support for the comprehensive 
high school and the opportunities provided by educating all students in the same building 
also expressed the reality affecting many Iowa communities with ongoing construction 
projects. Cindy Smith observed, "A lot of people wondered why we 're cutting custodial 
staff and adding a lot more space to take care of." 
School finance has been on ongoing reality for education leaders in Iowa. As 
statewide and local budgets are annually considered, there will no doubt be more 
questions about financing the comprehensive high school. 
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Chapter 5 consists of five parts: Summary of the Study, Conclusions of the Study, 
Reflections on the Study, Recommendations and Research Implications. The study's 
methodology and purpose are discussed in the Summary. Observations made from the 
analysis of the data are found in the Conclusions. The meaning of the study is addressed 
in Reflections. Suggestions for administrators, school boards, parents, and teachers are 
made in the Recommendations section. Research Implications addresses topics for future 
research. 
Summary of the Study 
This case study sought to learn what an individual high school's stakeholders 
knew about the proficiency requirements of No Child Left Behind (NCLB; 2001), to 
understand the stakeholders' current perceptions of the district's success at meeting these 
requirements, and to discuss interventions incorporated to meet the proficiency 
requirements of NCLB and the impact of those interventions on the comprehensive high 
school. After considering many approaches (participant observation, observation, survey, 
and a mixed method) for learning the stakeholders' knowledge and perceptions of the 
proficiency requirements ofNCLB, it was decided that the most straightforward and 
efficient method of gathering the necessary data was through an emerging methodology 
conducting face-to-face individual interviews with the stakeholders. The success of this 
case study relied on the researcher to be able to develop quality rapport with the 
respondents potentially in a variety of settings in order to conduct the interviews. 
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Some of the qualities of the unstructured interview as explained by Fontana and 
Frey (1994) were employed: "Unstructured interviewing provides a greater breadth than 
the other types, given its qualitative nature" (p. 365). The authors cited Lofland' s 1971 
work when pointing out the similarity of unstructured interviewing (also called in-depth 
and ethnographic interviewing) to participant observation. The most noteworthy features 
of the unstructured interview compared to other types of interviews ( structured, group) 
delineated by Fontana and Frey (pp. 363-364) were the open-ended questions and the 
opportunity to meet with the participants face-to-face and individually. These qualities of 
the unstructured interview are best suited for learning of the participants' knowledge and 
perceptions of the proficiency requirements ofNCLB (2001). After consideration of the 
various interview strategies, it was decided to use a semi-structured interview strategy-
structured in that the interviews were scheduled and a set of interview questions were 
utilized, and unstructured in that the questions were all be open-ended. 
Conclusions 
This section contains a summary of the finding of this study. Conclusions were 
developed around the three research questions and summaries of the additional findings. 
This study was designed to determine what a group of stakeholders in a 
community in Iowa knew about the proficiency requirements of NCLB (2001 ). The data 
was collected with the intent to reflect the perceptions of the group of stakeholders, not to 
compare and contrast the perceptions of the various stakeholders. Four school 
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administrators, two school board members, two teachers, two parents and a focus group 
of students were interviewed. Nearly all in the group of stakeholders had lived in 
Pullman most of their lives; one exception was Marge Foster the new superintendent. 
Research Question 1 
What do stakeholders currently know about the proficiency requirements of No Child 
Left Behind? 
To summarize the importance of the first research question, it is important to 
know that NCLB (2001) requires all students to score in the forty-first percentile of an 
approved standardized test (the Iowa Test of Educational Development in Iowa) in math 
and reading by the year 2014. In addition, schools must demonstrate annual progress 
towards all students scoring in the forty-first percentile defined as annual yearly progress 
(A YP). So, a workable definition of student achievement according to NCLB is a 
school's ability to meet the AYP trajectory according to the results of the school's 
students on standardized tests. 
It seems logical that in order to improve student achievement, stakeholders should 
have a common definition of student achievement. Since the federal legislation NCLB 
(2001) defined student achievement as AYP and scores on standardized tests, it would 
behoove a school that was attempting to get off the SINA list, and all schools for that 
matter, to understand and agree with the NCLB definition of student achievement, make 
sure all stakeholders had a clear understanding of that definition, and establish that 
educational and instructional efforts were focused at improving student achievement 
according to that definition. As well, it would follow that it would be helpful for 
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stakeholders who had a significant role in making progress towards getting off the SINA 
list to know and understand the baseline, forty-first percentile, that individual students 
must reach in order for the building to make the necessary gains. 
Most of the stakeholders were not able to state the 41 st percentile as the level of 
proficiency for NCLB (2001). One of the students in the focus group referenced the 41st 
percentile. The school administrators all referenced the ITEDS when questioned about 
student achievement. Dr. McGuire was fairly certain that other stakeholders would 
equate standardized tests with student achievement. "Everybody will say standardized 
test results. At Pullman, we've gone through the Lighthouse Project." 
Marcia Brown predicted that the school board and administrators would define 
student achievement as results on the ITEDS; however, her own definition was broader. 
"For me, student achievement comes in several different forms. First of all, attainment of 
knowledge. I can tell that they have learned, but secondly, the application of it." 
"Leaving here with more than what you came with," is what Mike Murphy said 
when asked to define student achievement. Two stakeholders defined student 
achievement as the progress that students make individually. A board member said, "I 
think it depends on each student. Where they started and where they are at now." 
Student achievement to the student group meant grades and grade point average. 
Research Question 2 
How successful do stakeholders perceive their high school to be in regards to meeting the 
proficiency requirements of No Child Left Behind? 
107 
The data collected for this study indicated that, ultimately, the accountability 
required by the proficiency requirements ofNCLB (2001) has been a good thing for 
Pullman High School. Educators are using data to make decisions. They are learning 
and discussing improved instructional techniques, and educators are reviewing scores of 
individual students and putting programs in place to help make all students successful in 
the basic skills of math and reading. NCLB has ignited a focus for the educators of 
Pullman High School, and the result has been that many students have demonstrated 
growth in academic pursuits and in the basic skills of reading and math. 
The stakeholders were clearly informed that Pullman High School was not 
meeting the proficiency requirements ofNCLB (2001). Furthermore, though none of the 
stakeholders wanted to point fingers, they all were acutely aware that the Hispanic 
population contributed to Pullman High School being a school in need of assistance and 
that the high number of English Language Learners (ELL) students made it challenging 
for the high school to get off of that list. 
Abedi and Dietel (2004) cited four educational and technical issues that create 
challenges for English Language Learners: a) historically low ELL performance and 
slow improvement, b) measurement accuracy, c) instability of the ELL student sub group; 
and d) factors outside of a school's control (p. 1 ). Neill (2005) added "Unequal resources 
available to ELL students, different starting points in school for ELL students (p. 1) and 
flaws in achievement tests for ELL students" (p. 3). 
The researcher expected to find stakeholders lamenting the difficulty of reaching 
proficiency with large numbers of ELL students. Instead, many of the stakeholders 
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expressed a "no excuses" attitude to the high school's performance on standardized tests. 
The stakeholders embraced that they were being held accountable, and the administrators 
among the group of stakeholders attested to the hard work of the teaching staff. In an 
attempt to help the Hispanic population, and all students scoring non-proficient, Pullman 
High School had added intervention classes like a block Algebra class, Second Chance 
Reading, and Read 180 for Hispanic students. With the literature supporting the 
challenges of bringing ELL scores up to proficiency, the Pullman School District should 
be commended for the way they have embraced the educational challenges facing their 
Hispanic community, and all students scoring non-proficient, and made adjustments to 
ensure that no one was left behind. 
Through their four-year review and analysis ofNCLB (2001), Jennings and 
Rentner (2006) cited ten major effects on schools. Among the effects cited were some 
outcomes with very positive connotations including that scores on student achievement 
tests were rising (ii 4) and that schools were paying more attention to achievement gaps 
and the needs of specific groups of students. (ii 10). As well, the authors recognized that 
schools were paying much more attention to curriculum and instruction and were 
analyzing test score data much more closely. (ii 6) 
Activity within the Pullman District supported Jennings and Rentner's (2006) 
findings . Stakeholders in the Pullman School District credited NCLB (2001) with 
changing the way educators looked at data, discussed instructional practices, and 
considered the progress of individual students. Kirk Anderson said, "SINA is one of the 
best things that can happen. NCLB is a good thing." Marge Foster referenced the 
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additional funding that came to the Pullman School District due to being named a school 
in need of assistance. For legislation that can be a bit punishing and coercive, it was 
refreshing to find many positive outcomes of not meeting the proficiency requirements of 
NCLB cited by the stakeholders. 
Pullman High School has not met the proficiency requirements ofNCLB (2001), 
was named a school in need of assistance, and, essentially, has been labeled a failing 
school by the federal government. Yet, the results of this study showed great support and 
fondness for Pullman High School among the stakeholders. 
NCLB (2001) provides for families who have attended persistently low achieving 
schools to leave those schools in favor of higher performing schools. None of the 
students or parents expressed an interest in invoking this provision. Just the opposite was 
true. The researcher detected a lot of pride among the students and all of the 
stakeholders. The community was described as "blue collar" and "hard working." 
Stakeholders maintained that they would accept the challenges of meeting the proficiency 
requirements ofNCLB. 
Certainly the size of the community and the geographic proximity to other school 
systems likely had an influence on any families who considered attending school 
somewhere else. The next closest high school was nearly ten miles away and was likely 
a fierce rival to Pullman as loyalties run strong in small and middle-sized Iowa towns. 
Pullman recently built one of the largest elementary schools in the state. Kirk 
Anderson explained that in some respects, building one big elementary school opposed to 
a few neighborhood elementary schools eliminated competition and prevented the 
potential for creating a high performing elementary school and a low performing 
elementary school. 
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The students referenced the importance of the local paper in creating positive 
perceptions of the high school. One of them said that if his name or picture appeared in 
the Pullman paper, he would hear about it from his friends long before seeing it himself. 
This perception reflected the circulation and significant role the local press played in the 
lives of the community members. Students also said that, as everyone knew each other, 
the paper almost always reported news about school and the community with a positive 
angle. The support of the paper for the students and all of the residents followed a trend 
of cooperation that the stakeholders and the community have shown for each other. 
Administrators have referred to the teachers as "hard working" and even "the 
hardest working teachers in the state." A board member referenced the administrators as 
"good" and credited the teaching staff for the positive way the community perceived the 
school. As well, the local paper has created optimistic outlooks through its reporting. 
The ability to stick together through some exceptionally difficult challenges has begun to 
emerge as an important theme of this project. 
As the year 2014 approaches, many more communities will be affected by the 
realization that their high school has not met the proficiency requirements of NCLB 
(2001) and has been named a school in need of assistance. Those school districts will 
rely on the skills of outstanding and charismatic leaders to manage the inevitable 
challenges. Jacoby (2003) considered the complexities of leadership and the importance 
of student achievement data: 
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Although the superintendent has the ultimate responsibility to see that the 
mission of the district is clear and that the district direction is aligned with that 
mission, the refinement of the vision and the action plans that make that vision 
a reality are often the result of a cascading process of leadership, which engages 
affected departments and school sites in the decisions that they will implement. 
The key to this process is an analysis of student performance data and other 
evidence that gives insight into the effectiveness of instructional strategies and 
resources presently use in the district. (~ 3) 
Considering the connotations that could have gone with being labeled a failing 
school by the federal government, and the state wide press coverage that has 
accompanied that designation, it might have been expected that the stakeholders would 
resort to finger pointing, and the community would blame the educational system. 
However, the data collected for this project reflected support among the stakeholders and 
pride in the local educational system. This study attributes some of the unity of the 
Pullman district to exceptional leadership. Marge Foster had earned respect among the 
stakeholders and distinguished herself with her "no excuses" approach to student 
achievement and her acknowledgement that one good outcome of being named a SINA 
school was additional funding. In addition to Mrs. Foster, two other specific examples of 
outstanding leaders emerged from this study. 
Archie Nelson, the high school principal, was well informed on the proficiency 
requirements ofNCLB (2001). In addition, he and his staff were aware of individual 
student scores that needed to be improved in order for the high school to be removed 
from the list of schools in need of assistance. Pullman High School had added programs 
to improve the skills of students who were not meeting the proficiency requirements of 
NCLB, and the best teachers had been assigned to instruct the neediest students. Finally, 
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Mr. Nelson was recognized as a passionate and caring educator whose personal ambition 
seemed to be the success of Pullman High School students. 
The Pullman School District participated in the Lighthouse Project, a program 
developed by the Iowa Association of School Boards that was designed to study student 
achievement. The Lighthouse Project compared practices at high-achieving schools to 
practices at low achieving schools. The results in that study documented the caring 
attitudes of educators in the Pullman School District and the peaceable relationships 
among stakeholders. 
Both school board members referenced the project as beneficial to the District, 
and both acknowledged Dr. McGuire for his leadership in having the Pullman District 
take part in the program. Dr. McGuire himself talked about the project, but indicated that 
a more important accomplishment for the district was the process that was used to 
develop the district's strategic plan. "We revised our mission statement and established 
some of our long range goals." Dr. McGuire continued that multiple city stakeholders 
participated in the process, and that a community wide mission and vision for the district 
emerged. 
As Dr. McGuire described the strategic planning process, and its importance to 
the school and the community at large, one is reminded of Jacoby' s (2003) remarks. 
" . .. the refinement of the vision and the action plans that make that vision a reality are 
often the result of a cascading process of leadership." In addition, as one considers 
Waldman's (2003) five factors of an effective leader, change agency, team building, 
continuous improvement, trust building, and eradication of short term goals, one can't 
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ignore the behaviors that characterized Dr. McGuire both by his leadership habits and by 
the perceptions of other stakeholders. Though there were no, "He's a great leader" 
quotes, this study recognizes Dr. McGuire as an outstanding educational leader and 
attributes much of the optimistic spirit of the Pullman stakeholders to his leadership 
practices. 
Research Question 3 
What impact have stakeholders perceived the proficiency requirements of No Child Left 
Behind in math, science, and reading to have had on the comprehensive high school? 
To summarize the data in regards to research question three, the stakeholders 
understood that additional "intervention" programs had been added in an effort to 
remediate students that had not tested proficient in Math or Reading on the ITEDS. Two 
specific programs that were mentioned by the stakeholders were Second Chance Reading 
and an Algebra class taught in a block period to allow students additional time to develop 
math skills. Furthermore, the stakeholders expressed an understanding that in order for 
students to participate in the intervention programs, they would have to give up an 
elective class often in a vocational area or in an area where the student showed a 
propensity for the class or simply enjoyed the content area. Stakeholders consistently 
indicated that the basic skills of math and reading were essential and supported replacing 
elective classes with the intervention classes. 
Jennings and Rentner (2006) wrote, "Test driven accountability is now the norm 
in public schools, a result of the No Child Left Behind Act, which is the culmination of 
fifteen years of standards-based reform." Quite honestly, the researcher expected to find 
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a disillusioned and discouraged group of stakeholders. No one in the community had 
pointed fingers; in fact, the stakeholders showed support for each other with the 
administrators referring to the teachers as the "hardest working teachers in the state." 
Yet, despite showing growth, they had not been able to get offNCLB's school in need of 
assistance list. "It sounds bad, doesn' t it?" said one of the board members. 
Instead, it was surprising to find that stakeholders actually supported the 
accountability NCLB (2001) required of schools, and they credited NCLB with many 
positive improvements. 
It is a credit to the leaders of the school and community that despite the punitive 
attention that NCLB (2001) had brought them, they had the character to assess the good 
things that were taking place for being named a SINA school as opposed to calling for an 
end to NCLB for its penalizing practices. One can only conclude, then, that NCLB does 
hold schools accountable and that according to the data collected for this project, that 
accountability is a good thing despite the consequences that accompany not meeting the 
proficiency requirements of NCLB. 
Several authors wrote about the value of the comprehensive high school. Wraga 
(1998) felt that the "Unifying provisions of the comprehensive high school model can 
promote attitudes that reject stereotyping and prejudice and embrace tolerance and 
cooperation" (p. 22). Noddings (2008) stressed the importance of educating students 
with different interests together. "We may-and I argue that we should- provide 
different courses to meet different needs and interests, but we should also bring students 
from different programs together in student government and in a wide range of 
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extracurricular activities" (p. 37). Finn and Ravitch (2007) pointed out that too much 
emphasis on core areas does not promote a liberal arts education and may have negative 
effects on schooling: 
Notably, the law requires that academic gains be demonstrated only in reading 
and math, and its sanctions and interventions are triggered only by failure to make 
gains in those two areas. They're worthy skills, yes, but not the whole of a proper 
education. Yet states, local school systems, and educators, understandably loath to 
be found wanting, have significantly ramped up the time spent teaching these two 
subjects and preparing students to take tests in them, to the detriment of "broad" 
and "liberal" and "arts." (p. 5) 
Most of the stakeholders in this study supported the concept of the comprehensive 
high school. They felt that elective classes and extracurricular activities made school fun 
and that some students remained in school and completed their education because of their 
interests in career and technical programs, art, or activities. At least one stakeholder 
expressed the importance of offering programs beyond the core areas "to build a 
complete person." 
However, three stakeholders expressed interest in exploring educational models 
other than the comprehensive high school. One had observed the benefits of a 
community who offered academic opportunities in a vocational high school. Another 
suggested that from a manufacturing setting, it may benefit students and employers alike 
to provide a more vocational education. Dr. McGuire cited the costs associated for the 
many small high schools in Iowa who attempted to provide comprehensive opportunities 
and facilities in each of their individual communities. Chafin (2008) itemized the costs 
of various facility features of the comprehensive high school and estimated that when a 
facility was completed, it would cost the taxpayers between 50 and 100 million dollars 
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and maybe close to twice that amount when considering the cost of bonding and paying 
the money back over a period of 20 years. (p. 64) 
Wraga (1998), Noddings, (2008) and Finn and Ravitch (2007) all have provided 
noble reasons for preserving the comprehensive high school. However, none of them 
have considered the cost of maintaining the comprehensive high school in light of today 's 
current economic realities. This study recognized that there are costs associated with 
maintaining facilities and programming for elective courses and extra curricular 
activities. This study recognizes and values the benefit of the comprehensive high school 
cited in the literature, and it is not suggesting that the concept of the comprehensive high 
school be abandoned. However, it behooves all Iowans to consider the wisdom and 
experience of Dr. McGuire and at least explore alternatives to duplicating multiple 
comprehensive facilities across Iowa and explore ways to pool resources in order to 
maintain comprehensiveness with reasonable and fiscally responsible strategies. 
Reflections 
Much of this project was about perceptions. Perception can be influenced by 
spoken and written word. Perceptions in many Iowa communities often indicate to 
stakeholders that they have a pretty good school. NCLB (2001) created a physical, 
numerical reality for school districts across the United States, and state wide and national 
publications captured and reported this reality often with news that test scores indicated 
that the local school was not very good, at least in terms of student achievement. Local 
newspapers have been able to muffle the blow to local residents and egos. 
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Never the less, according to the Pullman stakeholders, the reality of the numbers 
provided by the proficiency requirements ofNCLB (2001) were accepted and 
stakeholders were put to the task of improving test scores. They did not like the punitive 
reality of being called a school in need of assistance or other coercive consequences 
threatened by NCLB like firing the principal and replacing staff. Outstanding leadership 
created a direction and focus for their educational efforts. Most importantly, they did not 
let the reality of their situation tear them apart as a community. That important role of 
leadership strategies for maintaining an optimistic spirit and vision among stakeholders, 
and the whole community, emerged as a major theme in the results of this project. 
Optimistic Spirit 
Another major theme that emerged from this study was the notion of the 
optimistic spirit that existed among the Pullman School District stakeholders. With the 
high school being named a school in need of assistance, the researcher expected to find a 
community disillusioned with its public school system and finger pointing among the 
stakeholders putting blame on each other for students not meeting proficiency. As well, 
it was expected that the one thing the stakeholders would have agreed upon was that 
NCLB (2001) was shameful legislation that was biased against English language learners. 
Finally, the researcher was unsure if the Hispanic population was a welcomed part of the 
community, or if they had further divided the community among the Hispanic population, 
those who supported them, and those who did not. 
Instead, the researcher found a community who understood the reality of their 
situation and in many ways demonstrated outstanding character through the way that they 
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addressed adversity. Pullman's economy was once supported by commerce provided by 
the rail system, and the community existed as many others railroad towns in Iowa. When 
the railroad left town, Iowa Pork Producers built a meat processing plant that provided 
jobs for many of the city's population. After a series of changes in management, it 
appeared once that the plant might close for good, and that the community might not 
recover from the economic void created without the jobs provided the plant. Through all 
of these conflicts the citizens of Pullman persevered and always found a way to maintain 
their city, often prospering when the packing plant was operating. 
Eventually, Tyson Foods took over management of the processing plant. This 
promised an economy for the Pullman community; it also brought an influx of immigrant 
workers that changed the demographics of Pullman. Along with the immigrant workers 
came challenges for the school; challenges that intensified when NCLB (2001) was 
enacted. 
As they had throughout their history, Pullman residents met the challenges before 
them. Townspeople organized a committee to study how to best help the Hispanic 
population adapt as part of the Pullman culture, and Dr. McGuire confirmed that 
welcoming the Hispanic population was a community effort. 
A vast majority of people have really tried to accept the new culture into our 
community. From the city government to the school district to the hospital to the 
banks to all the business district, everybody really makes an effort to try and be 
welcoming to the Hispanic population. You see it in the high school with the 
students. By and large the students are all just students and they treat each other 
well. So, I think welcoming the new culture is an attitude that our city leaders 
have tried to nurture. We have ELL classes that are offered through adult 
education. I see the diversity as a real strength for Pullman and how we've 
handled it. 
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Ravitch (1998) and Wraga (1998) both wrote about the important role the 
comprehensive high school played in assimilating immigrant children to American 
culture. The stakeholders acknowledged that the comprehensive high school at Pullman 
probably helped the Hispanic students adjust, but did not necessarily integrate the adults. 
With prompting the stakeholders acknowledged that the adult immigrants and the 
Caucasian adults interacted some at school events. However, the answers weren't 
conclusive that the comprehensive high school did much to help adult Hispanics 
assimilate. 
The meeting with the student group seemed to confirm that for whatever the 
reason, the Hispanic students had assimilated very well to life in Pullman. Juan Perez 
talked about festivals that were held in town and attended by both the Hispanic families 
and the Caucasian families. At first it seemed that he was talking about Hispanic 
festivals attended by Caucasian families. As he explained it more, it became clear that 
though the festival had elements of a Hispanic celebration and elements of a Caucasian 
celebration, the intent was to provide entertainment for the residents of Pullman 
regardless of ethnicity; everybody was encouraged to get together to celebrate. 
The student group revealed another assimilation of sorts. All five students 
seemed to be acquainted and friendly with each other, but Juan and Tom Buck seemed 
especially close. Juan exhibited pride in the fact that Tom spoke fluent Spanish and 
could converse in Spanish with both Juan's mother and father. As neither parent spoke 
English, it appeared that some reverse assimilation had taken place, and that the students 
from both nationalities had benefited from the diversity of Pullman. 
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Though the original residents of Pullman have gone to great lengths to welcome 
the Hispanic population, the influx of immigrants does not completely explain the 
optimistic spirit of Pullman. In fact the way the community has welcomed the arrival of 
immigrants seemed to further characterize the optimistic spirit of Pullman, not define it. 
The question still remained, then, what is the explanation for the perseverance and 
cohesiveness demonstrated by this unique community? 
The students had lived in Pullman most of their lives, and they provided some 
explanation as to what contributed to the optimistic feelings about Pullman and the high 
school. Kym Jones credited the quality of the kids. "I don't know how people would 
know about our schools except the way our students act and are part of the community. 
With the sports teams, I don't know, it's just the way the kids get involved in the 
community, or the way they act I think is the only way they would know." 
Joe McKay recognized the influence of the local paper. He said that stories about 
school, students, and people in and around town are always written with a positive angle 
because Pullman constitutes one community. "It's not like we have three different high 
schools in town that are being compared." Joe indicated that the paper typically would 
focus on the interventions that were taking place due to low student achievement as 
opposed to focusing on the exact numbers that put Pullman on the list of schools in need 
of assistance thus creating a positive spin on something that may have been portrayed 
very negatively in a statewide newspaper. 
Others credited the skill of the high school staff for presenting the image of a 
good school. "I guess what it means to me is number one the staff that you have here. 
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It's not so much the buildings. Yeah, the buildings are impressive, but I really think it's 
the people that work there," said Adam Carson. 
Kirk Anderson recognized the teachers as well. "I think one thing we try to do as 
an administrative team is we recognize that our teachers have to work harder than almost 
all the teachers in the state and even with that, they still achieve some pretty dam good 
results." 
Mr. Nelson was flattered when he was told that the other stakeholders had 
supported the work being done at the high school, and he reinforced the "hard work" 
theme. "I feel like we have to work harder here. Just to break even just to get to what 
other schools are doing .... we have to work harder." Mr. Nelson went on to credit others 
in the community, and a good work ethic, for the good reputation of the school. " . . . so 
it's not all the school. A lot of it is just the make up of the people in this town and I enjoy 
the blue collar aspect of it. That's kind of me and I think it's been a good fit." 
Betty Johnson provided an explanation for the mutual support and optimism that 
characterized the Pullman community that included a historical perspective. She talked 
about changes in ownership and management at the processing plant that created different 
demographics in the community and that, with Tyson as the current manager, the 
community has relied on the influx of immigrants for the prosperity of the community. 
She pointed out the challenges the non English speaking population created for the 
schools, but also credited Pullman with the way the people have pulled together for the 
betterment of the community. Finally, Betty credited a program called "Leadership 
Pullman" that brought community leaders and future leaders together. Annually a new 
group of people were trained about how the city functioned and how various 
organizations within the community worked together for the betterment of the whole 
community. Leadership Pullman ensured that there was an ongoing development of 
future community leaders to plan for a successful future for Pullman. 
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Though their school was being called a school in need of assistance by the state, 
the approach taken by this group of people was that the attempt to make proficiency 
requirements not only improved education, it strengthened their community. The 
population of Pullman seemed committed to maintaining their city, even if it meant an 
unexpected and nearly unprecedented change in diversity and altering a bit, their way of 
life. As well, if the new demographic picture of the city required additional services to 
improve the school system for all students, the citizens were up to the challenge as long 
as Pullman remained a viable and thriving community. 
Whether it is the quality of the students, the teaching staff, the work ethic, or 
leadership, this study has recognized that the community of Pullman has benefited from 
an optimistic spirit revealed through the interviews with the stakeholders. 
Pullman has worked very hard to comply with the federal mandates in education, and 
they have fallen short. Being named a school in need of assistance has not diminished 
the pride in their community or school. Nor has it led to finger pointing or blaming each 
other for the apparent shortcoming. Instead, it has strengthened their commitment to 
developing outstanding, productive citizens, the mission of the high school as stated by 
several stakeholders. This study has disclosed, that, as more and more schools are placed 
on the SINA list, it will be important for their stakeholders to understand that the 
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optimistic spirit demonstrated by Pullman, Iowa, however optimistic spirit can ultimately 
be defined, will be the key to their success and future as a community and a school. 
The comprehensive high school is a noble concept; the theory and practice is hard 
to dispute. However, ideas should be subject to regular review and scrutiny. Current 
economic realities may make it difficult for every school district to fund many of the 
programs that make a high school comprehensive. 
Stakeholders support the concept of comprehensive. However, most embraced 
accountability and recognized how improving student achievement by increasing scores 
on standardized tests could have an effect on the comprehensiveness of their high school. 
School districts must find a balance for continuing to offer a variety of programming for 
high school students and maintaining minimal proficiency levels of reading and math for 
the students of the community. 
Recommendations 
Despite some good things that have happened due to NCLB (2001), there are 
indicators that the legislation would benefit from revision. Hupp (2010) reported that a 
new report showed that for the 2009-10 school year in Iowa "A record three hundred and 
fifty-six schools and twenty-seven districts landed on the federal government's in need of 
assistance list. The share of black and Hispanic students who met testing goals dropped 
significantly, which might explain the longer list of schools." (p. lB) Hupp (2010) 
interviewed a superintendent from a school district with demographics similar to 
Pullman. That school administrator lamented that his school has demonstrated gains, but 
the proficiency requirements of NCLB are unrealistic and that soon, most schools in Iowa 
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will be deemed failing by NCLB. Indeed, according to the data supplied, the number of 
schools added to the schools in need of assistance list in Iowa continue to grow, despite 
academic gains demonstrated by the state's students in the standardized test scores used 
to determine proficiency. 
That is, though a student may increase his or her individual percentile score from 
the third percentile to the thirty-ninth percentile in reading or math, he or she is still 
counted as non proficient according to NCLB (2001). Thus, that student's score, though 
he or she demonstrated huge personal gain, does not help his/her school to be removed 
from the SINA list. Additionally, if an ELL student meets the proficiency requirement of 
NCLB, his/her score is taken out of the non proficient equation of the formula for the sub 
group leaving only non proficient students in the non proficient sub group. Though one 
can see the logic, it is impossible for a school with a large enough sub group that is trying 
to get off the SINA list to get off the list when the scores of the highest performing 
students in the sub group are removed. 
Neill (2003) discussed some complexities encountered by ELL students in regards 
to standardized tests: 
Schools with larger numbers or percentages of ELL students, which are often 
more ethnically diverse and more low-income, typically start behind in the 
"adequate yearly progress" (A YP) race (Neill and Guisbond, 2004). They have to 
catch up and make the same progress as others. This is, in general, unlikely. The 
more groups that are counted in the A YP process, the less likely the school is to 
make A YP-the diversity penalty. Many ELL's are also racial-ethnic minority and 
low income, some have disabilities, meaning they may count in two or more 
groups' AYP results. ELL's typically vie with students with disabilities for 
the lowest scores, further contributing toward multiple chances for a school 
to not make AYP ~ 3. 
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It's no coincidence that the Iowa list of schools in need of assistance includes 
several Iowa communities with demographics similar to Pullman's. This study believes 
that Pullman High School's inclusion on the list of schools in need of assistance is due 
more to their demographic circumstances than practicing habits of a failing school. This 
is a flaw ofNCLB (2001) and the first recommendation of this study is that 
accountability measures are adopted that are not bias against ELL populations. 
Darling-Hammond (2006) advocated using "value added" approaches to evaluate 
gains and concluded her paper with other common sense strategies aimed at fixing NCLB 
(2001) including replacing the Adequate Yearly Progress formula, encouraging the use of 
diagnostic assessments as part of state accountability systems, and appropriately 
assessing the progress of English language learners and students with disabilities (p. 23). 
Stakeholders for this study proposed a growth model where accountability 
measures for schools are based on the ability to show gains in student achievement with 
individual students or groups of students. The second recommendation by this study is 
that NCLB (2001) adopt a growth model for accountability measures. In addition to a 
move for a growth model of accountability, a third recommendation proposed by this 
study is that numerous data points are accepted as proof of student gains instead of the 
snapshot provided by standardized tests. 
As Hupp (2010) revealed, schools continue to be added to the list of schools in 
need of assistance in Iowa. Without changes to NCLB (2001 ), educators will find 
themselves in hopeless efforts in hopes that their school can avoid the classification of 
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being a school in need of assistance. Pullman High School has been fighting this battle 
for several years now. 
The case study of Pullman does not achieve the outcome of how to avoid being on 
the list. However, Pullman High School is a case study of remaining optimistic and 
persevering despite a nearly unavoidable destiny. A fourth recommendation of this study 
is that leaders of school districts who are facing the eminent sanction of school in need of 
assistance pay attention to strategies that improve student achievement. As well, leaders 
need to practice leadership behaviors that promote and instill an optimistic spirit in the 
community. As NCLB (2001) is written, school in need of assistance is almost 
unavoidable. The Pullman case study points out that with quality leadership, finger 
pointing and placing blame do not have to be the destiny of school that is not meeting the 
proficiency requirements. 
Research Implications 
This study is not conclusive and it creates the potential for additional study. 
Following are topics that could lead to further study. 
1. This study found that stakeholders remained optimistic despite their high school 
being labeled as a failing school. Further research could reveal how stakeholders' 
attitude toward their failing high schools compared to attitudes of stakeholders from more 
successful schools. It might be useful to see if stakeholders' attitudes impacted student 
achievement. 
2. This study found that leadership contributed to an optimistic spirit among the 
stakeholders in the Pullman School District. Further study could be done on specific 
leadership characteristics that contribute to this optimistic spirit. 
3. This study found that outstanding leadership contributed to an optimistic spirit 
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among stakeholders and community members. Further study of SINA schools and more 
successful schools may reveal how leadership can affect student achievement. 
4. Recent high school reform efforts in Iowa have cited the importance of a rigorous 
and relevant curriculum. Further study could focus on improvement in student gains 
when students understand the relevancy of teachers ' instruction. 
5. Considering the state of the nation ' s current economic status, and the cost of 
creating comprehensive high schools, a study of how to maintain and promote 
comprehensiveness during stressful economic times may provide future direction for the 
vision of secondary education. On line learning and on line learning strategies could be 
explored. 
Final Thoughts 
Contemplating the research questions and many of the studies cited in the Review 
of Literature of this project, the reader might have recognized a hint of bias against the 
proficiency requirements ofNCLB (2001). The researcher admits here frustration with 
the fact that though school districts, and especially teachers, have been able to show 
growth on various data points (port folios , projects, various types of assessments) among 
individual students who have scored non-proficient on the approved standardized tests, 
SINA schools have not been able to get off the list until those students score at least in 
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the forty-first percentile of the state-approved assessment. Hence the call for NCLB to 
consider other models for schools to demonstrate growth through various methods in 
student achievement. 
The researcher was quite surprised, then, to find that though the stakeholders in 
Pullman, Iowa, believed being a school in need of assistance, " .. . sounded real bad," they 
generally thought that NCLB (2001) had been good for their school, and that many good 
things have happened since being named a SINA school. The research questions had 
been developed to learn the stakeholders' perceptions of the proficiency requirements of 
NCLB; these simply weren't the perceptions that were expected. 
With the revelation that the stakeholders were actually thankful for the outcomes 
for their high school being named a school in need of assistance, the information found in 
the Additional Findings in Chapter Four became some of the most important discoveries 
of this project. 
Sputnik created a concern about the nation's progress on Math and Science. A 
Nation at Risk restored education as an issue of national prominence. Undoubtedly 
federal lawmakers will continue to seek methods of motivating the nation's educators to 
get the very most out of America's students and the resources poured into their education. 
As the country proceeds, it would be wise to consider the case study of Pullman, Iowa, 
and to remember that in that example, stakeholders welcomed accountability. If the 
nation's educators do indeed welcome accountability, it won't take coercive titles and 
consequences to make schools work at improving student achievement. In fact, the case 
study of Pullman demonstrated stakeholders are fond of their schools and that provided 
with adequate financial resources and great leadership, a community's work ethic and 
spirit can motivate people to diligently participate in the promise of their children's 
education and the security of a nation. 
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QUESTIONS FOR THE FIRST UNSTRUCTURED INTERVIEW 
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Questions for qualitative study of how NCLB has impacted Pullman, 
Iowa's comprehensive high school 
Introductions. Explain a little about the study and how the participant can help. 
Tell me about yourself. To understand your perceptions in education, it's important 
for me to know as much about you as possible. Begin with your own high school 
experience. Include activities and any significant events. The move on 
chronologically from high school and tell me about your experiences. 
What is the mission of Pullman High School? (Not really looking for the 
written/stated mission here; looking for perceptions). 
Is this a shared mission? Will other stakeholders state the same mission? 
Give examples of how Pullman High School demonstrates or does not demonstrate 
success at this mission. 
What do you see as the purpose or your purpose here at Pullman High School? 
Through the course of your association, with Pullman High School, what are the 
qualities you seek for an employee at Pullman High School? 
Does Pullman High School have an inviting, safe, and supportive environment? 
Is the instructional program (staff, curriculum, resources, facilities) effective? What 
are the most effective qualities of this program? 
What are the weaknesses? 
How do you define student achievement? 
Do your stakeholders (students, teachers, board, superintendent, parents) define it 
the same way? 
What are the proficiency requirements for N CLB? ( discussion of the proficiency 
requirements if the stakeholder is not familiar with them). 
How successful has Pullman High School been in meeting the proficiency 
requirements of NCLB? 
Where do you get your information about NCLB? 
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Pullman High School has been named a school in need of assistance. What does that 
mean to you? 
You know that Pullman High School has been named a school in need of assistance. 
How does that make you feel about your high school? 
Have the test scores and "A School in Need of Assistance" been addressed in 
community meetings or by the local media? What are your perceptions of all this 
coverage? 
Are you aware specifically what scores or what subgroups have tested below 
proficient? 
Have any programs been added? Have any programs been eliminated? 
Are these sound educational practices? Do you believe these were good additions to 
your program? Do you believe the district would have made these additions 
without NCLB? 
In your opinion, what are the components of a quality, comprehensive high school? 
What are some positive things that have happened since being named a school in 
need of assistance? 
What would Pullman High School look like today without NCLB? 
How has NCLB affected you as a leader? 
What's more important to you? Meeting the proficiency requirements of NCLB or an 
inviting, supportive, and safe environment? 
Basing your answer on your experience at Pullman High school, what will history 
say about NCLB? 
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QUESTIONS FOR THE SECOND UNSTRUCTUTED INTERVIEW 
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Questions for qualitative study of how NCLB has impacted Pullman, 
Iowa's comprehensive high school 
In the last round of interviews, it was established that most stakeholders agreed 
that math and reading should take a priority over electives, even vocational type 
courses. It was also established that the purpose of the high school was to prepare 
students for post secondary opportunities and that not everyone was going to 
college. 
How much is the community spending on the new performing arts center? 
When you consider the cost of gymnasiums, industrial tech programs, industrial 
kitchens ... respond to the complaint or concern that comprehensive high schools are 
a waste of money. Can you picture a high school without industrial tech, FCS, PE, 
band/chorus, extra curricular activities? The building would be completely 
academic. What are your perceptions of an education delivered that way? 
When the comprehensive high school was established, the discussion centered 
around basically two potential systems: 
The comprehensive high school like we now see. 
Two separate tracks - a vocational track high school where students focus on 
careers and a academic track where students focus on going to college. Is it time to 
revisit the concept of the comprehensive high school? 
One of the reasons that supported the concept of the comprehensive high school in 
the early 1900's was the influx of immigrants. The fear was that the immigrants 
would largely follow the vocational track and the students that were here longer 
would follow the academic track. There was a fear that we would have two separate 
societies. To what extent has Pullman's School System been responsible for 
bringing the various cultures together? 
Would K-8 be satisfactory for achieving this? Should we maintain the 
comprehensive schools but abandon the comprehensive high school? 
It's not unusual to visit a small town in Iowa and find residents that brag about their 
high school. How do you tell if you have a good high school or what is the criteria 
for measuring a high school. 
I've detected a lot of pride in the community in the school despite, essentially, a 
failure to meet the demands of NCLB. Though the federal government has labeled 
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your school as failing, most people here support the school and the people leading 
the school why is that? 
What does it take to establish that kind of culture? 
Has leadership had a role in promoting the culture of the Pullman Community? 
Has NCLB affected Pullman High School or made it hard for Pullman High School to 
be a good high school? 
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144 
4119122nd Street 
January 6, 2010 
Dear Potential Participant: 
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My name is Brian Coppess, and I am a doctoral candidate in the program of 
Educational Leadership, Counseling, and Post Secondary Education at the University 
of Northern Iowa. I am in the middle of my research project entitled A Study of the 
Impact of No Child Left Behind on the Comprehensive High School. 
The purpose of this study was to learn what a school district's stakeholders 
know about the proficiency requirements of NCLB (2001) and discover the 
stakeholders' current perceptions of the district's recent success at meeting these 
requirements. As well, this study explores what interventions are being 
implemented to meet the proficiency requirements of NCLB (2001) and how these 
specific interventions are affecting the district's comprehensive high school. 
Data for my study is being gathered through direct observation and through 
a series of interviews. You're receiving this letter because of your association with 
the Pullman School District. Your name was provided as someone who may be 
willing to be interviewed as part of this study. 
In the near future, I will be calling you to see if you will interview with me. if 
you agree to the meet, our session will last from one hour to an hour and one-half. 
If you have questions, you can call me on my cell phone (515) 313-1652. I 
look forward to visiting with soon. 
Sincerely, 
APPENDIXD 
PARTICIPANT CONSENT FORM 
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UNIVERSITY OF NORTHERN IOWA 
HUMAN PARTICIPANTS REVIEW 
INFORMED CONSENT 
Project Title: A Study of No Child Left Behind on the Comprehensive High School 
Name of Investigator(s): Brian Coppess 
Invitation to Participate: You are invited to participate in a research project 
conducted through the University of Northern Iowa. The University requires that 
you give your signed agreement to participate in this project. The following 
information is provided to help you made an informed decision about whether or 
not to participate. 
147 
Nature and Purpose: The purpose of this study is to learn what a school district's 
stakeholders know about the proficiency requirements of NCLB (2001) and to 
discover the stakeholders' current perceptions of the district's recent success at 
meeting these requirements. This study also explores what interventions are being 
implemented to meet the proficiency requirements of NCLB (2001) and how these 
specific interventions are affecting the district's comprehensive high school. 
Explanation of Procedures: 
Data for this study will be gathered through a series of interviews. If you agree to 
participate in this study, the researcher will contact you to meet at an agreed upon 
location and at an agreed upon time. The researcher will conduct an unstructured 
interview asking several questions about your school district, your high school, and 
the impact of No Child Left Behind on the school. The interview is expected to last 
one hour. As well, following a round of initial interviews, the researcher will contact 
you again about conducting a follow up interview. The date and time of the follow 
up interview will be agreed upon after the first round of interviews are complete. 
You do not need to prepare for the interviews; if you are being contacted, you are a 
knowledgeable potential participant. The interviews will be recorded with an audio 
recording device in order for the researcher to save the data, and so the researcher 
can access the data at a later time. Data from the interviews will be transcribed, and 
hard copies of the interviews will be stored at the researcher's home along with the 
tapes from the original interviews. The researcher will use the data collected to 
complete a research project entitled, "The Impact of No Child Left Behind on the 
Comprehensive High School." 
Discomfort and Risks:. There are no foreseeable risks for participating. 
Benefits and Compensation: None of the participants in this study will be 
compensated for their time. 
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Confidentiality: Information obtained during this study which could identify you 
will be kept confidential. The summarized findings with no identifying information 
may be published in an academic journal or presented at a scholarly conference. 
One document with identifying information for the participants will be stored in a 
locked file in the researcher's office. 
Right to Refuse or Withdraw: Your participation is completely voluntary. You are 
free to withdraw from participation at any time or choose not to participate at all, 
and by doing so, you will not be penalized or lose benefits to which you are 
otherwise entitled. 
Questions: If you have questions about the study or desire information in the future 
regarding your participation or the study generally, you can contact Brian Coppess 
by phone at (515) 313-1652, or bye mail a coppessb@urbandale.k12.ia.us. As well, 
you could contact my faculty advisor, Dr. David Else, at the Department of 
Educational Leadership, Guidance, and Counseling at the University of Northern 
Iowa (319) 273-3358. You can also contact the office of the IRB Administrator, 
University of Northern Iowa, at 319-273-6148, for answers to questions about 
rights of research participants and the participant review process." 
Agreement: Include the following statement: 
I am fully aware of the nature and extent of my participation in this project as 
stated above and the possible risks arising from it. I hereby agree to participate in 
this project. I acknowledge that I have received a copy of this consent statement. I 
am 18 years of age or older. 
(Signature of participant) (Date) 
(Printed name of participant) 
(Signature of investigator) (Date) 
(Signature of instructor/advisor) (Date) 
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INVITATION TO STUDENT PARTICIPANTS 
4119 122nd Street 
April 13, 2010 
Dear: 
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My name is Brian Coppess, and I am a doctoral candidate in the program of 
Educational Leadership, Counseling, and Post Secondary Education at the University 
of Northern Iowa. I am in the middle of my research project entitled A Study of the 
Impact of No Child Left Behind on the Comprehensive High School. 
The purpose of this study was to learn what a school district's stakeholders 
know about the proficiency requirements of NCLB (2001) and discover the 
stakeholders' current perceptions of the district's recent success at meeting these 
requirements. As well, this study explores what interventions are being 
implemented to meet the proficiency requirements of NCLB (2001) and how these 
specific interventions are affecting the district's comprehensive high school. 
Data for my study is being gathered through a series of interviews. You're 
receiving this letter because of your association with the Pullman School District. 
Your name was provided as someone who may be willing to be interviewed as part 
of this study. 
I'm meeting with six students on Tuesday, April 27, 2010, at 8:00 AM. By 
merit of receiving this letter, you are invited to participate. In order to participate, 
there are a couple of things you need to do: 
1. Check with the principal's secretary and tell her if you intend to participate. 
If you don't want to be part of the study, I will need to find someone else. I really 
hope you will decide to help me out and be part of the student panel. 
2. Have your parents sign the enclosed parent consent form. You won't be able 
to participate without the signed form. Give the form to the principal's 
secretary any time before the 27th or bring it to the meeting with you on the 27th. 
You. can't participate in the interview if you have not submitted a consent form 
signed by one of your parents. 
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3. You will need to get permission from your 1st period teacher and make your 
work up ahead of time. 
If you intend to participate, you need to come to the high school office at 8:00 
AM on the morning of April 27th. If you have questions, you can call me on my cell 





STUDENT PARTICIPANT CONSENT FORM 
University of Northern Iowa 
Human Participants Review 
Informed Consent 
For older child approximately 11-17 years old 
Project Title: A Study of No Child Left Behind on the Comprehensive High School 
Name of Principal Investigator(s): Brian Coppess 
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••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••••• 
I, have been told that my mom, dad, or 
the person who takes care of me has said that it is okay for me to take part in an 
activity about No Child Left Behind. I understand that I will take part in a group 
interview with other students, and that Mr. Coppess will ask us questions about our 
high school and how it has been affected by No Child Left Behind. I understand that 
my identity will be kept confidential. One document with identifying information for 
the participants will be stored in a locked file in the researcher's office. 
I understand that my participation is voluntary. I have been told that I can stop 
participating in this project at any time. If I choose to stop or decide that I don't 
want to participate in this project at all, nothing bad will happen to me. Nothing 
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Project Title: A Study of No Child Left Behind on the Comprehensive High School 
Name of Investigator( s): Brian Coppess 
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Invitation to Participate: Your child has been invited to participate in a research 
project conducted through the University of Northern Iowa. The University requires 
that you give your signed agreement to allow your child to participate in this 
project. The following information is provided to help you make an informed 
decision whether or not to participate. 
Nature and Purpose: The purpose of this study is to learn what a school district's 
stakeholders know about the proficiency requirements of NCLB (2001) and to 
discover the stakeholders' current perceptions of the district's recent success at 
meeting these requirements. This study also explores what interventions are being 
implemented to meet the proficiency requirements of NCLB (2001) and how these 
specific interventions are affecting the district's comprehensive high school. 
Explanation of Procedures: 
Data for this study will be gathered through a series of interviews. The student 
interviews are being conducted as a focus group; no individual student interviews 
will be conducted. If you agree to let your son/daughter participate in this study, 
the researcher will contact your son/daughter to meet at the high school at an 
agreed upon time during the school day. It will be necessary for your son/daughter 
to miss class to participate in the student focus group interview. The researcher will 
conduct an unstructured interview asking several questions about your school 
district, your high school, and the impact of No Child Left Behind on the school. 
There will be an initial interview with the student focus group and at least one 
follow up interview. The interviews are each expected to last about an hour. The 
date and time of the follow up interview will be agreed upon after the first interview 
is complete. Students do not need to prepare for the interviews; if a student is 
contacted, he/she is a knowledgeable potential participant. The interviews will be 
recorded with an audio recording device in order for the researcher to save the data, 
and so the researcher can access the data at a later time. Data from the interviews 
will be transcribed and hard copies of the interviews will be stored at the 
researcher's home along with the tapes from the original interviews. The researcher 
will use the data collected to complete a research project entitled, "The Impact of No 
Child Left Behind on the Comprehensive High School." 
Discomfort and Risks:. There are no foreseeable risks for participating. 
Benefits and Compensation: None of the participants in this study will be 
compensated for their time. 
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Confidentiality: Information obtained during this study which could identify your 
son/daughter will be kept confidential. The summarized findings with no identifying 
information may be published in an academic journal or presented at a scholarly 
conference. Pseudonyms will be used in the completed study for each of the 
participants. One document with identifying information for the participants will be 
stored in a locked file in the researcher's office. 
Right to Refuse or Withdraw: Your student's participation is completely 
voluntary. He/She is free to withdraw from participation at any time or he/she 
could choose not to participate at all, and by doing so, he/she will not be penalized 
or lose benefits to which he/she is otherwise entitled. 
Questions: If you have questions about the study or desire information in the future 
regarding your son/daughter's participation or the study generally, you can contact 
Brian Coppess by phone at (515) 313-1652, or bye mail a 
coppessb@urbandale.k12.ia.us. As well, you could contact my faculty advisor, Dr. 
David Else, at the Department of Educational Leadership, Guidance, and Counseling 
at the University of Northern Iowa (319) 273-3358. You can also contact the office 
of the IRB Administrator, University of Northern Iowa, at 319-273-6148, for 
answers to questions about rights of research participants and the participant 
review process." 
Agreement: Include the following statement: 
I am fully aware of the nature and extent of my child's participation in this project 
as stated above and the possible risks arising from it. I hereby agree to allow my 
son/daughter to participate in this project. I have received a copy of this form. 
(Signature of parent/legal guardian) 
(Printed name of parent/legal guardian) 
(Printed name of child participant) 
(Signature of investigator) 
(Signature of instructor/advisor) 
(Date) 
(Date) 
(Date) 
